ED 194 682

AUTHOR
TTTLE

INSTITUTICN

SPONS AGENCY
EUE CATE
CONTRACT

NOTE

EDRS PRICE
LESCRIPTORS

ABSTRACT

DOCUMENT RESUME

Berbow, Carolyr, Comp.
Feview. of Irstructﬂonallv pf*‘ect...ve Scho;-ng,
Literature. ERIC/CUE Urban Dlver51;§ Serxes, Nunber

70, August 19EC. o B )

ERIC Clezringhouse or Urban Educaticn; New Ycrk,
NivY. : ,

Natisral Inst. of Fducation (ED), Wash;ﬁéiéﬁ, G.C-
kug 80

400-77-0071

102p.

MFO1/PC05 Plus Postage:

*Tducational Research:.
Lxterature Reviews:
Erfectiveness:
*Urban

Compersatory zduca*tion:
Elementary Secondary Fducation:
Minority Group Children: *Program
*Teacher Rffectiveness: *Teaching Methcds:
Fducation

Nearly fo*ty morographs,

are atstracted in *his review cf recer* literature on ¢nstructlonally

eFfectlve =choollrg.
fecus -on - varicus

compencatcry educatlar,

mid-197Cs

The wo*ks, most ©f them putlisied since the
spects of urban, minbrity, and

as well AS ©On mMore general issles in

etementary.and secondary. educatlonél theo*v and practlce. kach

abstract cortzins & s

de*z2iled descr Ipt*CnS cf the
(Ru*hor/GC)

x
tions supplied by 1='i3¥?s are the best thaE can

SUmMmMzTy cf *he work's

research and findings discussed-

basic preamises,

Kk 3 ok ok

as wWeil as

31

3 3¢



Clearinghouse on Urban Education

institute for Urban and Minority Education/ Box 40
Teachers College / Columbia University
New York; Néew York 10027

2.

ERIC/CUE URBAN DIVERSITY SERIES, NUMBER TO
August, 1980

ED19468

REVIEW OF INSTRUCTIONALLY EFFECTIVE SCHOOLING
LITERATURE

Compiled by

Carolyn Benbow

Us DEPARTMENT.OF HEALTH.
EDJCATION &8 WELFARE
NATIONAL INSTITUTE OF

TH1S DOCUMENT HAS BEEN REPRO-
DUCED EXACTLY “AS HECF!VFD FROA
1HE PERSON OR ORGANIZATION ORIGIN-
AJINO LT, POINTS OF VIEW OR OPINIONS
STATED DO NOT NECESSARILY _REPRE -
SEN\’ OFFICIAL NATIONAL INSTITUTE OF
EDUCATION POSITION DR POLICY

Ul Oll s

ERIC




O

ERIC

Aruitoxt provided by Eic:

This publication-is onc in the ERIC/CUE Urban Diversity Series produced
by the ERIC Cleuringhotse on Urban Education under contract between
the Nationdl Institute of Education (USDE) and. Teachers College,
Columbia University. Additional copies will be available from:

ERIC Document Reproduction Service
_ . P.O.Box {90 - _
Arlington, Virgiiia 22210

Its ED identification number and full ordering instructioiis will be found in
Resources in Education, the monthly ERIC abstract journal: or can be
obtained by contacting ERIC/CUE;

This publication was prepared with tunding from the National Institate of
Education, U.S. Department of Edicatiaii, under contract. number
400-77-0071. The opinions expressed in this publication do not necessarily
reflect the positions or policies of NIE of th: Departriient 6f Education,

Institale of
Fduaition §
H 5,]);-,\,;:,1|,||g:gx
e o Bducatuon R
Washmgaan, 1) 0 202w B




o

ERIC

Aruitex: provided by Eric

REVIEW OF INSTRUCTIONALLY EFFECTIVE SCHOOLING EITERATURE

Compiled by

carolyn Benbow



O

ERIC

Aruitoxt provided by Eic:

possible, to paraphrase the authors' own words in order to present true
digests of the publications de§cribed.

Studies are cited in footnotes only if they do not also appear in
this bibliography: Since the format is alphabetical, any Study mentiorad

in the bibliography may be easily located:



1—S{Hd§40f Callfornla s School Improve-

é?;?nd H: School-Ceiitered R

ment Program:. (Report to the Carnegie Corporation of New York). Unpub-
lished manuscript, Bay Area Research Group, Palo Alto; 1979.

This document is a research proposal to assess the potential of
California's School Improvement Program (SIP) for improving instructional
practices; particularly in schools serving disadvantaged populations. The
trend toward school-centered reform emerging in several states is associ-
ated with the increasing realization that reforms making little use of local
initiative havé rarely been effectiic. It is also a response to the grow-
ing role of thé state in school financing.

California's SIP program intends to improve quality of imstruction
by altering the decision-making process regarding instructional programs:

A School Site Council (SSC) is organized with balanced participation of
ééhooi and community representatives. The SSC develops a three-year plan
8éfiﬁing 1nstruct10nal goals and the methods and support services to bo
used to meet the géais; the plan is periodically revised on the basis of
the school's experience.

In the Rationale section of the document, Acland traces recent ex-
perience with centrally-directed school reform and cites the Rand studies
as "landmark research" which legitimized the view that centrally-directed
reform would be more effective if it fostered local autonomy:™ At the
same time, corcern of policymakers with problems of multiple categoricat
prograims has fosteréd awareness that school-centered reform may nrovide the

most effective mechanism for coordinating such programs.

1For a summary, see Berman, P. and,ﬁciagéhiin, ﬁ.ﬁ.,
Ing Educational Change (Vol: IV): R—1389/ﬁ HEW. Santa Monica, California:
Rand Corpation, 1975, '

ERIC
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The author believes that California's School Improvement Program is
the most developed of the several examples of school-centered reform: Tho
piurpose of SIP is to ensure full development of students' competence in
basic skills (language; reading, writing, and math), cheir progress in
other aspects of the curriculum (arts; humanities; sciences; social studies,
multicul tural education, health, consumer economics, and career education),

and their personal and social development. Special attention is directed

to educationally disadvantaged students in the school, those whose firs.

language is not English, and exceptional students. The SSC's main task is

to develop a school plan responsive to all aspects of SIP legislation.

Typically, this involves an assessment of the school's preserit progress
y p prog

toward its goals,; and a neels assessment conducted for all major groups to

identify general goals for a three-year period.

thé SSC has full authority for the SIP budget amounting to $40-50,000 in a
typical elementary school (SIP schools receive $148 for each kindergarten
to third grade student and $90 for fourth to eighth grade students). The
SSC 1s responsible for monitoring plan implementation. The principal is

charged with "promoting compliance.' The State Education Department is to
provide guidance in the form of written materials and workshops; the dis-
trict office provides information about 'he program, technical assistance

in planning, and support for activities such as staff development.

The research proposea is an exploration of the factors associated

with a successful SIP program through concentration on incentives for par-
ticipation, formation of the SSC; development of the school plan; and im-
plementation and monitoring of the plan. A small-scsle; longitudinal

study of SIP schools is proposed, with the goal of increasing understanding
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of 4 new development in education. The design consists of two phases with
six schools studied in Phase I and six scliools added in Phase II.
Armor, D:, et al: Analysis of the Scnool Preferred Reading Program in

Selected Los Angeles Minority Schools. Santa Monicas: The Rand Corporatlon,

1976, 85 pp. ED 130 243.

Gains in reading achievement were examined in 20 elementary schools
participating in the Los Angeles School Preferred Reading Program: Atll

schools displayed large or consistent gains (in percentile points on
national norms) for the sixth grade on the CTBS reading examination between

dents.
Principals and réading specidlists were interviewed and a question-

ducted on longitudinal files, not on comparisons of scores of successive

sixth grade classes in a given school: The reading tests used were found
to have high retiabilities for both the large sample of student records

and for each school:. Though some question arose regarding the validity of

While background factors (such as socioeconomic status; health;
Gthnicity, and attendance) and reading test scores in earlier grades
accounted for the largest part of the variation in sixth grade reading
Scorés -- 57 percent of the variation for Black children and 64 percent
for Mexican American children -- other variables reflecting particular

school and classroom experiences also had a significant influence for both

t]LI é
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Black and Mexican American children:
For Black students, these specific factors were associated with ob-
served gains in reading performance:

—-Teacher training in the use of a variety of materials keyed

to individual student needs
=ZTeachers who feel efficacious
--Maifitenance of orderly classrooms
--High levéls of parent-teacher rontact

--Tedcher flexibility in modifying and shaping instructional
approaches

--Frequent informal consultations among teachers in implementing
teading programs

€onfidence in the findings with respect to the last three factors

was lessened when the analysis excluded all classrooms in which validity of

test outcomes was uncertain. Factors not associated with the reading gain
of Black children included specific reading program or system, reading

strategy (e.g., phonics versus comprehension); and such teacher attributes
as ethnicity; experience; and type of education.

Though the reading gains of Mexican American students werée almost
ideritica: overall to those of Black students, no specific factors were

identified in association with these gains. The authors suspect that this

is a result of failure to include or dccurately fmedsure some Key variables

such as varidtions in English fluency.

involvement in the schools,; the authors concluded that in Black neighbor-

hoods, the more vigorous the school's efforts to involve parents and com-

in reading attainment.
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Some of the main conctosions drawn by the authors from this data are:

--Since. prlncxpals were._ found to_ be able to make highly accurate

assessments of the. Ihstructronalrab1lity of their teachers, they

should be viewed as an appropriate locus for schooil-level instroc-

tional potlicy:

--It appears that readlng instxuctlon can. be 1mproved on a. scbool—

by—school and classroom-by-classroom basis whggiEgg}YIdual programs

are carefully planned; adapted to local circumstances; and imple-
mented 2ffectively.

—-—For Black children,; improved readlng ach1ev°menL is assocrated
with a reading improvement program using varied materials. for
different students at the same time; implementation strategies of
adequate teacher training; high 1.: 1 of staff informal consulta-
tiOh, éhd tééthér fréedom to mddify che readihg program, and
contact between teachers and parents, and a feellng of efflcacy on
the part of teachers.

The authors estimate that exposini the average student in the study
sample to all the approaches found to be effective would result in a 10 to

20 pbint pércentiié gain for that student over the course of the sixth

Austin; G. R. "Ekemplary Schools and the Search for Effectiveness.'" Edu-
caiional Leadership; 1979, 37, 10~14.

In an historical overview; the author briefly outlines the major
findings of research on instructionally effec:ive schooling (Coleman Re-
port; Klitgaard and Hall, and so forth). He explains the Dver model for
predicting student input performance from surrounding conditions like
student Home and community characteristics not under the direct control of
the school. The input variable is a iieasure nf the students’ performance
at the beginning phase of the schooling to be evaluated. The most common

method of implementing the general model is a regression analysis using

the mean values of the predictor variable to predict mean output achieve-

ment: He lists the andIngs of Iongrtudlnal or case otudIes of exceptlonal
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schools in New York, Pennsylvania, Delaware, and Maryland, which point out

positive factors which, when put together, make the difference.

Most of the reviewed research appeared prior to 1979.

Berliner; D. C. ''Tempus Educare."” In P. Peterson, and H. Walberg (Eds.),

Research on Teaching. Berkeley: McCutcham, 1979.

Berliner believes that '"we do know what makes for successful class~
room experiences' (p. 1) when talking about elementary school learners,

success. Evidence to Support this Statemént is then provided; necessary

concepts for the interpretation of this evidence are: allocated time,

content coverage, curriculum-test congruence, and direct instruction.
An examination of data presenting estimates of classroom allocated
time shows that some teachers spend considerably more time instructing in

particular content areas than other teachers and some teachers allocate

considerably more instructional time than do others. As expected; other
tion; the higher the academic achievement.

Engaged time data are from observer records rather than teacher
logs. Such observations revealed dramatic différences, of 100 percent or
more, in the engaged time students allot to learn mathematics and reading.
The evidence indicated that many second grade classes have cumulative
engaged time in both reading and mathematics or under 100 hours for the

entire school year. Not surprisingly, differences in engaged time have

-
b
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been consistently related to differences in achievement.
Academic learning time (ALT) was a research variable of great In-
rrrrrrrrr 1

terest in the Beginning Teacher Evaluation Study. ALT is defined as the

time a student is engaged with academic matcirals or activities that yield
a higlh success rate. (Student understands task and makeés only occasional
errors). A major finding of this study is that increases in ALT axe

R } L } } o . L . L
associated with increases in studént achievement. Large differences in ALT

were observed in the BTS study; since contributing variables are student's
attention and allocated instruction time, both of which vary substantially,
a wide range of ALT is a common finding.

The variable opportunity to learn is examined in the Instructional

Dimensions Study by Cooley and Leinhardt: This is a composite vartable

with high score indicative of lower enroilment; higher rates of attendance,

higher allocated time in reading and math, fewer transfers in or out,; and
higher rates of on-task behavior. The results indicated that opportunity

learning are academic feedback (information given to student about whether
his answers were right or wreng), structuring of lessons, giving directions
on task procedures, and academic monitoring by teachers.

On the basis of this research data, the author then describes the

"learning student" in an effcrt to help teachers consider what they are

trying to accomplish in the classroom: The paper concludes with the fol-

lpubiiched by Far West Laboratory for Educational Research and De-
velopment,; 1977. '
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1owihg recommendations for iﬁﬁ;éving Schbdlihg:

1. Ways are needed to monitor allocated time in the classroom and

to increase it if it is low: This monitoring would lead to a

confrontation with the most important issue facing teachers,

school districts, and state agencies: WHat is to be taught?

2. An intensive examlnatlon of the school curriculum; teacher

allocated time, -and the content of examinations is needed to

assure congruerice.

3. Strategies should be adapted to assure that success rate in the

chosen currIculum is high.
4. The process variable of academic iééfning time, whe¢rn materials

and activities are matched to tests; can be used as a proxy
variable for end-of-anit achievement.

5. Teaching fUhétiéﬁé' rather than teaching methods or skills, are

important. Though patterns of effective instruction vary from

teacher to teacher the functlons of d1agnos1s and prescrlptlon

monrtorlng, and feedback must be prOV1ded

6. Due to the complexities of the classrosii today; a conception of

the teacher as executive is important in teacher training:

7. Heavy investment i technologlcal aIds of any kind is suspect

since the match between What these materlals teach and both

assessment tests and the accepted CUrrICula is usually quite
poor.

Bloom; B: S: "Time and Learning." Psychologist; 1974; 29, 682-88.

Bloom begins by citing research; such as the Coleman report and the

International Study of Educational Achievemernt, which indicates that acci-

b
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in another set of commiunities and schools will learn in 1 year" (p. 682).

He then refers to his own work in elementary schools, whicl indis
cated that four fifths of students eventually reach a criterion of achieve-
ment that one fifth of students attained two years earlier. Several

studies conducted in the 70's found that about 80 percent of students can

achieve under mastery learning cc litions at the same level as the upper

20 percent of students under conventional conditions. Approximately 20

percent extra time and help was required to reach these higher levels; this

time was spent on feedback procedures tc identify learning gaps followed by
corrective procedures. The extra time cost was usually borme by the indi-

vidual student since it was outside classroom instruction time. In addi-

tion to time and cost savings,; this method has the advantage of leaving
the student with the belief that he is doing as well as others with the

consequent psychic and motivational rewards.
M —  pm— - - emA i1 2 i m g m e - S P
The Carroll model™ of school learning is presented wherein time 1is

aptitude as the amount of time needed by a student to reach some set cri-

terion in a given learming unit. This focus on time as a crucial variable

in school learning produces a major shift in thinking about education as

it implies that, if teachers can define an appropriate achievement cri-

terion; then it becomes the responsibility of teachers and schools to pro-

New York: Wiley, 1973.

- . 2carroll, J. B. "A Model of School Learning.' Teachers College
Record, 1963, b4, 723-733.

Pha

b
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vide the time necessary for students to attain the critérion. It also be=

comes possible to use time as an index to determine the effectiven

mi
v
w
o]

H

teaching methods and the quality of instructional material.

Carroll's model was used as one basis for the idea of masterw

learning; which assumes that provided with the necessary time, help, and

motivation to use the time available; most students can be brought to the

criterion level of achievement. Studies of various subjects in which

learners are free to proceed at their own rate indicate that aptituode and

general intelligence test scores predict time required by individuals to

complete a learning unit to criterion. 1In mastery learning studies; a
criterion-based test is given at the end of group-based instruction for a

which need additional time and help prior to reaching this criterion. When
time and help are given and when students are motivated to use this time

and help; 90 percent or more attain the criterioii.
An additional, and very interesting, finding has been that when

this process is repeated over a number of special learning units, student

variation in elapsed time to reach criterion mastery keeps decreasing on

successive units. A related finding is that while aptitude and intetii-

gence tests are predictive of time and help needed in the early learning

units in a series, they are relatively poor predictors of time and help

instruction and becotie prerequisite learriinig for subsequent units, while

such time and help devoted only to later learning units are unlikely to

significantly improve student performance.

b,
CJ':
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Students studying under mastery learning conditions were found to
spend about 85 percent of classroom time on task during the final task

while the nommastery students were spending only about 50 percerit ofi task.

Bloom attributes this phenomena to three characterlstlcs of the learning

situation:

~-Students provxded thh feedback and extra t1m= and help enter

successive learning tasks with. the prerequisite learnlng tasks
“which are hlghiy retated._to both_achievement levels o subsequent

tasks and to ability to concentrate:

-~-As students reach adequate achxevement tevels on precedirg tasks,

their confidence and interest in the task increase:

——When quality of instruction (prOﬁess of orxgxnai 1nstructlon,,

feedback; and corrections) is high, student achievement levels
and time on task increase.

Bloom concludes by noting that the clear and statistically signifi-
cant difference between mastery learning classes and conventional classes

are actively engaged in the learning process. He conténds that Such time

66hpérisons may be a more useful way than inteiiigehce/aptitude/écﬁiéVé-

viduals are brought to a fixed criterion of attainment or achievemiert:

Bloom; B. S. Human Characteristics and School Learming. New York:
McGraw-Hill; 1976.

The theory of school learning presented in this book attempts to
expiéih individual differences in écﬁbbling as well as determine ways in

and uitimateiy, society. Two basic assumptlons underlylng this theory

are:

-~The history of the learner is at the core of schvol learning.

bow
<
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--Modifications are possible in the entry characteristics cf the
individual (prerequisite learning and motivaticn for learning’,
in the instruction for the learner (quality instruction), or in

both:

Bloom contends that; where conditions for learning in the houwt and

school approach some ideal; individual differences in learning should
approach a vanishing point. 1If the characteristics of students and of
instruction discussed in this book are; indeed; alterable; then changes in

with past research results discussed and future research directions sug-
gested. Briefly described; these characteristics are;

1. A learning umit, which contains a variety of ideas, procedures,

or behaviors to be learned over a relatively short time period.

Examples are a chapter in a textbook, a learning unit in a
course, or a topic in a curriculum:

2. Cognitive entry behaviors comprise prerequisite learning needed

for a particular learning unit: Rescarch evidence suggests that

cognitive entry behaviors are causal links in determining

ment.

Affective characteristics; which refer to the compound inter-

ests and attitudes toward subject matter of the learning task
and the school and schooling; they also include more deep-seated

4. Quality of instruction defined in terms of particular charac-

teristics of the interaction between instruction and students:

Level of participation appears to be the strongest symptom of

b
-
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this entire characteristic. Research indicates that cues; par-

the variation in student learning.
According to Bloom, the variables of cognitive entry behaviors;

affective entry characteristics, and quality of instruction; when properly
taken into consideration, account for almost all of the variation in pupil

achievemenit. Supporting research is then discussed in terms of processes

In conclusion, Bloom maintains that schools are potentially able to

make very great differences in the careers and lives of their students.

Too often the present situation results in the conversion of ome set of

major flaws in the educational system into the student's feelings of in-

are lowered. A second set of flaws becomes evident when the student does

not édédﬁétéiy develop the cognitive iéafhiﬁg and other bféréddiéités
needed for subsequent learning. A system of feedback to teacher and §tu=
derits can reveal errors in learning shortly after they occur and, with
instroduction of appropriate corrections as needed, the system can become

a self-correcting omne.

This self-correcting system of schooling is a minimal-error educa-

tion system insofar as learning errors can be reduced as they occur: Bloom

contends that much of individual differences in achievement to date are

the effects of a system of schooling that is full of errors: A minimal-
error system; on the other hand; may approach the effectiveness for
learning of a tutoring system "in which a highly gifted and sensitive

tutor interacts with one student at a time" {(p. 212).

T
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Though Bloom and colleagues are optimistic about the results of test-

ing this model over a term or year in particular courses taught by highty
motivated teachers, they are pessimistic about the likelihood of a school
or school system making this effort over a school's entire curriculum and

different levels of tearning:

Bossert; S. T. Activity Structures and . Paper presented

at the National Institute of Education's Conference on School Organization
and Effects, January 1978:

Bossert countends that educational research to date has made a mini-
mum contribution to an understanding of schooling since it has ignored the

fact that education is a social activity with outcome influenced by form

of social organization. Most studies have measured inputs and outputs

with no attempt to analyze processes that shape teacher and student be-

havior. An activities structures perspective is advocated as an important

effort to move beyond simplistic behavioral models in educational research.

This perspective is based on the notion that individuals experierce

the world in the context of their pursuits and that activities shape indi-

vidual experience by structuring the temporal and reciprocal relations

among phenomena and actions. At the basic level, an ac:tivity structures

perspective specifies the tasks encountered and the length of time and

is influénced by thé temporal ordering of activities and by the pacing,

sequencing, and similarity among activities.

The form of an activity affects student outcomés both directly and

indirectly. Greater achievement may be ctimulated t

dent time on task in certain activities. Activity Forms, linked in a

temporal structure, determine the developrient of activity specific skills

:

)
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and norms; those forms that receive continued reinforcement become more
generalized knowledge and norms. 1Indirectly, the activity structure shapes
interpersonal relations by determining the opportunities for interaction

arid the bases for social asséssments. An activity structure; particularly
the extent to which studénts engage in common collective tasks, affects
the naturé oi student social ties.

Rossert asserts that students expérience schooling as a set of
activities and that, to the extent that these activity expériences differ,

so do the technical and moral outcomes derived from schooling. He draws

on current research regarding schooling processes as well as on other

social science research to indicate fruitful relationships between activity

structures, socialization and learning processes, and schooling outcomes:
Ia relating this approach to teacher behavior; Bossert cites re-

teachers construct pedagogical decisions; since the teacher's perception
of student or class performance may result from the patterns of interaction

inherent in the activity itself. 1Initial teacher choices as to what

activities to use, then, shape other classroom decisions and these, in

turn, may affect how much pupils learn.
An activities striuctures perspective also suggests sSome meclianisms

by which schools produce moral outcomes. The use of reference group or

interpersonal comparisons; for exampie; depends on within-group identifi-

‘cations and common performance standards that can derive from common recruitment

activities: Schools provide activity structures that differ from other
settings experienced by students; thus increasing student repertoire of
behavioral norms.

A small body of research exists which has begun to examine How



variations in the form; content, and tImIng of student activity experiences
affect learning. Singte and ééﬁééféii%e case éfudies, usually based on

have resulted in the generation of a set of grounded propositions about

schooling processes that capture the complexity of relationships between
Structural elements and social behavior; the most useful of these employ

comparative case designs. The author sees this development as an Important

movement toward utilization of research designs that capture the complexity

of schooling as a social activity.

Bridge; R. G;; Judd, C: MEQ and Moock P R The Determinants of Educational
¢ r nd- Schooels. Cambridge;

Outcomes: The ImEﬁCEAOiAEamklkeSlf

Massachusetts: Ballinger, 1979.

The authors begin by observing that despite differences in short-

term goals; theoretical emphases, vocabularies, and preferred levels of

analys1S, economlsts, soCIoiogISts, and psychologists share a common

interest in the general determinants of educational outcomes: These

disciplines also rely ﬁﬁoﬁ essentlaiiy the same =tatlst1cal model: This

book is the authors' attempt to "meld the differemnt vocabutaries and

emphases of economics,; sociology and psychology into a single comprehen-
sive cotsideration of the determinants of educational outcomes" (p. 4).
The critical assumptions underlying the input-output studies of

schooling effectiveness are:

~—Outcomes are the product of combinations of intéracting inputs.

~-Some. Inputs -may be effectlve only when applied durlng certaln

crltical periods or in certain 1mmutable Sequences, while others

may be ineffective untess certain minimum amounts are applied.

——In theory, some Inputs can be substltuted for others. WIthOUt re-

duc1ng educationat outcomes, such substitution is de31fab1e if

it reduces cost while maintaining the same level of outputs:

ERIC
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——Translating research reSUlts 1nto polle recommendatlons 1nvolves
three prlnC1ples (1) tractable sources of-variance are all that
matter when it comes to policy formation, (2) cost information
must be combined w1th information about magnltudes in order to
mInImlze total cost per unit of outptut, and (3) since ifiterven-—
tions bave multlple consequences, planned and unforeseen, feedback

effects must be anticipated and tested experimentally before

large-scale changes are promulgated.

In a subsequent éﬁéﬁiéf; the authors discuss the pitfalls in the use

of standardized tests as outcome measures, and review oéhér outcome
measures. They then proceed to explain the use of limear modeis in the
social sciences; with detailed explanation of the least-squares regression
analysis yielding estimates of the parameters of the intercept (value of
the dependent variablé -= or output -- when all explanatory variables --
inputs -- aré zero) of the slopé (the effect of a particular input on out-
puts, o’ ter 1nputs held constant) and the coefficient of multlple deter—
mination (the proportion of the varianCé ir the output rélated systemati=

cally to the inputs of the model). This discussion i§ then extended to
demonstrate the application of several types of non-linear relationships
and to discuss the problems of multicollinearity and omitted explanatory
variables or proxy variables:

The rest of the book is devoted to an examination of the effects of
inputs into the educational process as reported in various studies and
to recommendations regarding future research directions. The Coleman
report, the féénéiyéis of Equality 6f Educational Opportunity ?EEO; data

by Mayeskei)énd the International Educational Achievement PrOJect2 are

Dayeske, G. ., et al. A Study of Our Nation's Schools. Washing-
ton, D.C. Office of Education (DHEW) 1972. Mayeske, G. W., et al. A
Study oﬁfthe Achievement of Qur Nation's Students. Washington, D:.C.:

Office of Education (DHEW), 1973.

o 2Wolf’ R: M: Acb;evementgingAme;ica; New York: Teachers College
Press, 1977:

v O
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GéEiéaéé-ﬁéEEiEiéﬁiﬁg strategv to estimate the effects of inputs. These

studies; accordlng to the authors, suffer in varying degrees from the fol-
lowing main problems:

~-The variance iu the. dependent variabie Jo;ntly explained by two

or more 1nputs is assigned to the first imput to enter the regres-
sion or is left unassigned.

~-Findings are not easily translated into policy:

In an assessment of the validity of the conclusions of these three

studies, the authors compare them to study findings that are not based on
the variance-partitioning approach. They then present the fcllowing con-
clusions as tentative guides to futureé research:

~-For both Blacks and Whites, reading achievemeént tends to be
greater for females than for males.

~-Though the results pertaining to verbal achievement are less
tlear, it appears that females hold some advantage here again.

~--Among White children; females tend to be at a disadvantage in
mathematics.

-—Klndergarten attendance contrxbuteq to verba1 mathematics, and

reading achlevement* and the effects appear to last through at
least the sixth grade:

~-The older a child relative to his classmates, the less weil that
child tends to do on verbal and mathematics achievement tests.

contributes pos1t1vely to verbal achlevement.

--A positive self-concept contributes positively to verbal achieve-
ment.

~-The greater a child's academic motivation, as measured by grade
dspirations, the greater the child's verbal achievement.

~~Reading comprehension, verbal achievement, and mathematics
achievement benefit significantly from time sperit in school.

—~Verbal and mathematics achlevement decline as the number of
children in the famlly or the number of . people in the. household

increases; even when other family characteristics remain the same:

l) )
s )
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——Thé effect of family size upon achlevement when social class is
controlled for may be an indirect effect, at least among White
stodents. -

—-Parents' education seems to affect positively the mathematics and

verbal achievement of. both elementary and high schooi students,

even when other measures of family background are controlled for.

--The relationship between parents' education and student achieve-

ment may be somewhat weaker for Black students than for White

students. However, the less evident effects reported for Blacks

may be due s1mply to less variation in parents education amorig
Black families in the samples.

~-The higher the parents' occupational status, the. hIgher thEIr

children's reading; mathematics, and general academic ability.

-=~Family income seems to have a positive effect on both verbal and
reading achievement. However; the effect is not fdund with
achievement growth.

—~Generally, various measures of housing arrangements are not re-
lated significantly to achievement.

--Indices of possessions in the studént's home seem rélated to
medsures of achievement, both verbal and mathematical, even when
various other measures of family economic status are controlled
for.

—-Parental educational expectatlons for the child and the general
educational environment of the home seem to make a positive dif-
ference in achievement:

--Attendrng school w1th economicatiy. advantaged peers is associated

with higher verbal and reading achievement and with higher abstract
reasoning ability.

--For Black students, a higher proportion of Black peers in. school

seems to be associated with lower verbal and mathematics achieve-
ment.

~=For White students; the racial compoSition of peers is not clearly
related to achievement.
--The ablllty of the peer group may be pos1t1ve1y related to a stu-

dent's own achievement.

-—Whether or not. the extent of student turnover in 1nd1v1dua1 class—
rooms is associated with differences in achievement is unclear.

——The educatlonal attainment of teachers seems to have a positive

effect on reading and verbal achieverient when it has an effect:

&S
bk
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However, this has heen shown only with aggregated data where edu-
caticn may be a proxy for student socioecondmic statis.

—-For nathem t*cs at the elementarv school lLVEI there appears. o
be a negative relatlénshlp between a teacher's edtcarlona] attain-
ment and student achievement.

——There appears to be a negattve relatlonship between a teacher's

having majored in educaticn at college and the verbal achievement

of studeits.

- - ,\, — - o — - - - R - - - -

——There seems 'to be a pos1t1ve relationshlp between the prectxge

of a teacher's undergraduate institution and the reading achieve-
ment of students:
students seems tg achieve in reading.

——Apparently no relatlonsnlp exists between student achievement and
a teacher's being certified or tenured.

——Thé relationship between teaching experience and student zchieve~
ment is likely to be curvilinear -- steeply positive over the
first years of experiernce and flat (or negative) thereafter.

~-The less diversified a teacher's 'ééchlng load the more students
achieve.

——The smaller the percentage of class time given to dlsc1p11ne, the
more students achieve:

——The verbal abrllty of teachers seems to have a pOSItIVE effect on
the verbal (and perhaps the reading) achievement of students:

——Men seem more effectIve than women 1in teachlng Black inmer-city
elementary school children.

~-Men seem less effective than women in teaching abstract reasoning
to low~income high school seniors. :

—--Black teachers seem more effective than White teachers in teach-
ing Black inner-city children.

——Black teachers seem 1é§§ effectlve than White teachers in teach-
ing White elementary school children.

~-There appears to be 1o relationship between a tedcher's marital
gtatus and student achievement.

--Expenditure per pupil has a positive effect on a student's
achievement; however, the effect is indirect.

~o )
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--Tracking seems to have a negatlve effect on verbal and mathematics
achievement among Blacks and Whites alike.

~-8ize of school or district appears toc be unrelatad to student

achievement:

--It has not been demonstrdted that the ratio of professional staff

to teachers is related to the achievement of students.

--The amount.of guidance services that students reCeive is posi-

tively related to achievement:

--Teacher turnover is negatively related to both verbal and mathe-
matics achievement.

—-Where it shows a statistically slgnxflcant reiatlonshlp, teachers

salaries are positively related to the achievement of students.

~-Where it SHOws a statistically significant iéiatiéﬁéhiﬁ; physical

——Ih,générél thcre seems to be no relatlonshlp between the age of
school buildings and the achievemént of students.

——There ééémé to be hb Conéiétéht rélétithHip bétwéén athiévéméht

other teachlng materlals.

--An additional student in class is sometimes found to have a posi-
the effect, sometimes a negative effect and scmetlmes no effect
at all on the average achievement of . StudEnCS The true effect
of class size may be curv llnear, and within the full range of

possible class size values, the direction of the effect changes.

--There is a pos1t1ve reiatlonshlp between the 1ength of the School

year and cognitive achievement:

Brookover;, W. B ara Lezotte; L. W. Changes in School Characteristics
18

Coincideént with Changés in Student Achievement. East Lamsing: Michigan

State University, College of Urban Development, 1979. 112 pp. ED 181 005.
This is an in-depth analysis of eight elementary schools, six of
which were characterjzed by improving student achievement and two by de=
clining student achievement. Since the estabiiskment of the Michigan
Educétionéi ASsessment ?régram (MEAP) in 1971, annual testS have been

given to ali Mlchlgan pubixc school fourth~ and seventh-grade students in

S
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the content arcas of reading and math; the MEAP provides building level
SUMNAT L 68 Sf the students' performance on these tééES; Sincé the test
format; the objectives being éééessed, and the tyﬁéé of itims utilized in
e grade énd tontent area have remaired constant, éﬁe building level
test results for the past three §éérs provide an héﬁéfiime" perSpective on
the bUildiﬁg iévei acliievement for fourth- and seventh-grade students in

€very Mict:zan public school.,

biiliding level ééééésment scores in some schools evidenced a steady im-
provement and others a steady decline over the past three yééfé; The re-
Séérch question, thé;; is: What chahgés Sééurred in the “ihﬁf&%ihg" or
"deéiiningii schools that coincided with the changes in méasured achieve-
ment ? The factors discovered to differentiate between these improving and
declining schools were:
1; zmproving schools éccent and emphasize Ehe importance of géélé
4nd objectives in basic reading and mach.
2. ihe staffs of the iiﬁf&ving schools tend to believe that all of
éﬁeir students can master the.bééic objectives and, fUrthéfmoré,
the teachers perceive that the principal shares this belief: |

3. The staffs of the improviﬁg schools hold deéiaééiy higher and
apﬁaféﬁEiy increasing levels of expectations with Eééérd to the
educational accomplishments of their students.

4. Teachers and principals in improving schools are much more
likely to assume responsibility for teaching the basic reading
and math skills and are much more committed to doing so.

5. Teachers in dééiiﬁing schools spend iééé time in direct réadiﬁé
instruction than do teachers in improving schools.

ij"!
<2
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insrructional leader; more likely to be assertive in his instruc-—

tional leadership rolé, is more of a disciplinarian, éﬁ& 255Umes
resporisibility for the evaluation of the achievement Sf.Bééié
objectives:
The improving s-hool staffs appear to evidence a greater degree
77777777 accountablllty
of acceptance of the concept of the individual teacher's and are
further along in deveioping an accountability model; they accept
the MEAP tests as an Indlcatlon of effectiveness to a greateér ex-
tent than the aééiiﬁiﬁg;ééﬁééi staffs:
declining schools seem to reflect a pattern of complacency and
satisfaction with the current levels of educational attainment-
Differences in the levels of parent involvement in the improving
and declining schools are not clear cut; suggesting that we need
to look more closely at the nature of thé involvemént exercised
by 55;éaé§;
schools are not characterized by a high emphasis upon parapro-
fessional staff nor by heavy involvement of regular teachers in
the selection of students to be placed in céébéﬁééééf§ education

programs.

Clark, D. L., Lotto, L. S., and McCarthy, N. M. Exceptionality in Urban
Elementary Schools. (A report _prepared as part of the Exceptional Urban

Elementary Schools Projéct.) Indianapolis: Phi Delta Kappa; 1979.

The authors of this secondary source study offer some conclusions

regarding what is known about exceptiont ity in urban elementary schools



24

aggregated from three data bases:

--Case studies, limited in scope to single schools or school dis-

tricts (86 cases after screening)

--Research, development, and evaluation reports encompassing multi-
ple schools in multiple school districts (40 studies that passed
screening procedures)

--Interviews with urban school researchers, change agents, and
policy makers (11 interviews)

Four major categories of dependent variables were used in this
analysis:

~-Student achievement

éif as iéérnér énd

[42]]

--Student attitudes toward school and toward
self concept

—-Teacher attitudes toward school and toward student(s) as learners

--Community attitudes toward school

A chapter is devoted to the conclusions resulting from each data

source. A set of generalizations summarizing what is known about excep-

tionality in urban elementary schools, categorized according to specific
school variables, is presented, synthesizing conclusions from all three
sub~studies:

1. Leadership: Behavior of the designated school or program lead=
er is crucial in detéermining school Succéss. Principals; as
designated leaders of comprehensive school units, are particu-
larly important. It i§ the leader's attitude toward, or
philosophy of, urban education along with his expectations for

school or program success, rather than a specified set of per-

effect:

2. Teachers and-Training: Successful schools and programs fre-

L

A
o

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

The

curricalum

25

quently utitize staff development or in-service training pro-

grams to realtize their objectives: The greater the specificity

of focus of a training program in terms of goals of processcs,
the greater the likelihood of success:

Reduced adult/child ratios are associated with positive school
performance.

Finance: Successful schools and programs are often supported
with special projéct funds from Federal, State and local
sources.

Reésource and facility manipulations

Lo

are insufficient to affect school or program outcomes.

Curriculum dnd Instrdction: Successful urban elementary schools

and programs are characterized by clearly stated curricular

goals and objectives, with an emphasis on reading and math

achievement. Structured learning environments are particularly

instruction are frequently employed in these successful class-

rooms.

Success in these classrooms appears to be unrelated to any par-
ticular curricular organization such as open classrooms; homo-=

geneous grouping or a particular instructional strategy such as
programed instriction, language, experiéncé approach, etc.

Community Resources: Successful urban schools are characterized

by high levels of parental contact with the school and parental
involvement with school activities.

variables relating to leadership, teachers and training, and

and instruction were found to be more directly related to school

XN
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improvement and success as supported by all threc¢c sub-studies: In addi-

tion, the data support the contention that school improvement efforts are

more likely to be successful if they concentrate on relatively narrow tar-
gets and clearly defined goals. In stressing the interrelationship of
these variables, the authors conclude that the major elements mecessary
for urban school Success have "debil.tating effects if they are not in
balance and Syneréiétic ConééquénCéS" (p. V:11§ if they are.

The authors are optimiétic regarding reform and improvement efforts
since successful programs cUrrentiy exist with program and personnel
characteristics not so uniqUe as to be considered unéttéinébié by iarge
numbers of urban schools.

Cohen, M. Recent Advances in Our Understanding of School Effects Research.

Paper presented at the meeting of American Association of Colleges of
Teacher Education, Chicago; 1979: 23 pp: ED 169 053.
Cohen reviews a decade of research on school effects; drawing some

insights to justify his conclusion that future research meeds to focus
iérgéiy on the social organization of the classroom.

The author béiiéVéS that most of the research community felt that
the Chéiiéngéé to thé Coléman report had not been nearly as damaging as
educators had hOped they would be. In other wordé, the interpretation that
schools don't make a difference peréisted. In aaaition, the méthodoiogi:

cal debates characteristic of the reanalyses of the Coleman report have

not been useful in improving the ability to answer the importan: policy

and theoretical questions underlying school effects r:search:

Little of this schoot effects research was designed to reveal much

about the particular resources, instructional processes; reward systems,

or activity patterns contributing to differences in stodent achievement.
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Thé narrow sét of pérformance indicators used were insensitive to indi-
vidual teacher or program efforts and did not réflect important aspects of
student motivation and déveiopmeht. Such research éiéo ovérlooked the
fact that most of the variance in student achievement (betWéen 69 and 90
percent) actually occurs within schools.

Reéearch to date has, however, provided the foiiowing insights which

indicate that future research should concentrate on social organization

beginning with the classroom:

1. The findings that the socioecomomic composition of the school is
the most important school factor influencing achievement have
friendship groups serve as reference groups providing role
models; standards of comparison and expectation systems that
influence thé academic behavior and achiévémént of individual
students.

2. Recent input-output studies suggest the value of looking at
within-school rather than between-school influences on student
achievement.

3. Focusing on both teacher and student time (which can vary con-

siderably in the amount available and actually used for instruc-

tional purposes) as well as on how it is organized, allocated,
and differentially available to students, provides new ways of
thinking about this 'schocl resource.

4. By social organization of classrooms, Cohen means those struc-
tures, processes, and systems used to sort students for instruc-
tional purposes; to evaluate, motivate, and reward studénts; to

control and direct student behavior; and to the nature of the
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instructional tasks and activities. Though there is no coherent '"theory"
in this field, related studies recogniZe the important aspects of schools

and classrooms:
--Student attendance in schools_is. compulsory,. thus.students' wili-

ing engagement in the schooi's formally prescribed activities

must be treated as problematic; not taken for granted:

--Classrooms are collective social settings and teaching must be
groups.
Cohen then cites several research efforts that illustrate the kinds
of findings anticipated in futuré studies of classroom social organization:

Reward Structurés: Evidence indicates that some combination of

formal reward and grading systems afnd irformal peér group norms can be

powerful determinants of sStudent behavior. Cohen refers to a series of
experiments conducted at the Center for Social Organization of Schools,
which utilizes a classroom organization scheme called Team-Games-Tourna-

ments involving a fundamental reorganization of traditional ciassroom reward
systems and grouping practices, emphasizing even competition between indi-

Activity Structures: The activity structure perspective is currently

being developed by Bossert. Five distinct but interrelated activity dimen-
sions are the focus: grouping of studentS, numbéer and complexity of diffé-
rent tasks expected of students, extenit to which completion of tasks requires
coordinated as opposed to individual behavior, extent of student choice in-
volved in selecting and organizing task and nature of the evéluation sttem——
ﬁngiédiéEi§ the extent to which evaluation is ﬁuEiic; Bossert argues that

lpevries; D. L: and Stavin, R. E. Teams—Games-Tournament: A Final

Report on the Research: Report No: 217: Center for Sociat Organization of

Schools, The Johns Hopkins University, 1976.
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activity structures differences produce different roles and expectations
for students; shaping their perceptions of appropriate behavior and

also influencing the form of teacker-pupil bonds created and the type of

authority teachers can exercise.

Organization and Allocation of Time. Research to date has indicated

that, in order to use time flexibly in the classroom, new organizational
arrangements are necessary; the nature and consequences of which are just
now bécdming topics for the attention of researchers.

In conclusion, Cohén préditté that much of the work in the near
future will be deScriptivé; SuBééQuéhtiy; réééérthérs can begin to more
directiy address the qUestioh of effects of variations in classroom social
nganizatiOh on student iearning; He suggests some issues to be raised at

the school level and a number of both érganizational and management issues.

tikety to influence school effects:

Cooley; W. W., and Leinhardt, G. '"The Instructional Dimensions Study:"
Educational Evaluation and Policy Analysis, 1980, 2(1), 7-25:

In responding to a 1974 National Institute of Education (NIE) re-
quest for proposals cbhtraéting individualized instruction with "standard=
ized instruction," éooiéy and Leinhardt recommended that individualized

and standardized instriction be concéived of as differing in degrees along

common dimensions, rather than as distinctly different typ of instruc-

tion:

NIE adpated this recommendation and the authors' study design, and

launched the Instructional Dimerisions Study (IDS) in the fall of 1976. In

this paper the authors discuss the results and implications of the porcion

of this IDS which attempted to identify effective classroom processes in

b
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regular classroom settings; pértibuiariy those effective in teaching read-
ing and math to "disadvantaged" childrén in primary grade classrooms.

The IDS design included the following distinguishing features:

1. A model of classsroom processes in which constructs -- sets of
variables —- are used to explain variation in student péfféf—

mance. Classroom processes are represented by the constructs of

the similarity of the curriculum to the tests), motivators

(those aspects of the curriculum and in-class interpersonal be=
havior that encourage learning), imstructional events (content;
ffédﬁéﬁé;; quality, and duration of instructional intéraction)
and struzture (level of organization of the curriculum, the
specificity of the objectives, and the mannér in which a stu-
dent and a curriculum aré matched).
A setting variable is also included in the anaiyses;
this variable is a function of the number of children puiiéd
out of a classroom for special instruction in reading and math
and the amount of time devoted to such puii—éﬁt instruction.
5. Direct measurement of classroom processes:

3. Distinctive outcome measures in the form of commercially availa-

ble reading and math achievement tests believed by the authors

to be superior in reliability, in content validity, and in
elimination of social bias (Comprehensive Test of Basic Skills
of the California Test Bureau).

4. Distinctive sampling procedures which émphasized the need to
achieve variance in classroom processes rather than representa-

tiveness of current compensatory practices.

ERIC
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5. Distinctive methods of analysis including commonality analysis
(a variation of regression analysis that Jistinguishes between
unique effects and effects that are common t» two or more of the
preaiCtor Variabiéé) and use Of the ciaSsroom; rather thah thé
student; as the unit of analysis.

The techniques of teacher interviews, analysis of curricula by
curriculum experts, and videotapes of classroom activities were used to
measure classroom process variables. Process measures ‘'ere éténdardizéd
and averaged to form variables, which in turn were grouped into the four

constructs of the model:

The major study results include

explaining achievement gain is the

--The most_useful construct for

opportunity that the children had to learn the skills assessed
in the achievement test.

-~The next most highly correlated variable is the matching variable
of structure for mathetmatics and the time variable of opportunity
for reading.

-~The amount of time scheduled for a specific subject bears little
relation either to gain or to raw achievement.

~-There was no consistent relationship between class size ard
achievement.

--Too much management information distracts from cognitive instruc-
tion.

~-The techniques that appear to be most highly related to gain in-
clude focusing a child's attention on the task, referring to
earlier curriculum materials, referrirnig to earlier petformance,
and effective classroom management :

—~An absence of evidence of the superiority of individualized in-

struction over other methods of compensatory education was found.

of individualized instruction. First, measures of individualization are

IS
—~—
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still not éﬁffiéiéﬁéiy éébéiaﬁéé to provide the reiiabiiity ieeded for de-
tecting program effects. Second, the range of individualizing processes
still does not offer the theofiétiéél ideal of individualization:

Several instructional implicééiéﬁé which Eﬁé authors derive from
study finding: are

—-Curriculum content is important, since children perform better on
a test if they have been exposed to both the form of the test
items and the content covered by the test;

--Classroom instruction should emphasize the cognitive rather than
the managerial.

Edmonds; R:. '"Effective Schools for the Urban Poor." Educational Leader-
ship, 1979; 37, 15-27.

Edmonds initiates discussion by offering the following standards:

"Eaéi§é§ié—bﬁbiié,ééﬁéé;iég begins by teaching poor chiidreh what

their parents want them to know and ends by teaching them at
least as weill as it teaches middle-class children: :

-~Inequity in American education deirves first and foremost from
our failure to educate the children of the poor:. Education in
this context refers to early acquisition of those basic school- .

schooling.

A discussion of some relevant research literature on é&ﬁééi effect
follows. FEdmonds maintains that "there has never been a time in the 1ife
of the American pubiic school whén wé have not known all we needed to in
order to teach all those whom We chosé to tééchh (p. ié). Research re-
sults; he observes, may illuminate that fact but they do not changé it.

Weber's 1971 studyi of four instructiohaiiy effective ihnér—city

schools is reviewed; schools with success in reading achievement progress

IWéBéf; G. Inner-City Children Can be Taught to Read: Four Suc-

Washington, D:€:: €ouncil for Basic Education; 1971:

cessfnl Schools:
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of poor chitdren had éfééﬁg ieédership; high expectations for all students,
strong emphasis on pupil Qéédiéiéion of reading skills, and frequent evalu=
ation of pupil progress. The 1974 State of New York's Office of Education
Performance Review studyl confirmed these findings.

Edmonds continues his literature review with a discussion of the
Brookover and Lezotte study in Michigan which he bolieves is is broader in

methodological and analytical lessons from past research. This study; sum-
marized elsewhere in this document, reéinforces the conclusion that leader-
ship, expectations, atmosphere, and instructional emphases are essential

institutional dcterminants of pupil performance.

Aféef revieweing his own research results, Edmonds summarizes the
most Eéﬁgiblé and indispensable characteristics of effective schools as
follows:
~-Strong administrative leadership

--Climate of expectation in which no child is permitted ot fall be-

low minimum but efficacious levels of achkievement

--Orderly; quiet atmosphere which is neither rigid nor oppressive

precedencé over all other school activities
——frequent monitbring of pupii progress
Edmonds decries the tenaéncy among social scientists and opinion-
makers to éspouse the belief that family background i§ the chief cauré of
the qdéiity of pupil performance since this belief has the effect of ab-

solving educators of their professional responsibility. He beliéves that

__lstate of New York, Office of Education Performance Review: '"School

Factors Influencing Reading Achievement: A Case Study of Two Inner City
Schools." 1974.

A
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the ‘contribution of the educational research estabtistment represented by

NIE and AERA to our national discourse on educational equity illustrates

than by any equity interests to be found in the educational research
éstablisbment" (p. 23).

In a response to Edmonds published in the sameé journal, Scott and
Waibérgi argue that Edinonds is wrong in singling out the schools alone for
improvement. fhey rote the majOr probléms in Schooié, but reaffirm the
important role of home and family environment on school learning. A de-
tailed review of Edmonds' own research methodology and findings is pre-
sented. The authors conclude that "educators alone are insufficient to
increase learning productivity dramatically, and thev need the cooperation

of parents and students themselves" (p. 27):

Edmonds, R: R:, and Frederiksen; J. R. Search for Effective Schools: The
Identification and Analysis of City Schools That are Instructionally Ef-
fective for Poor Children. 1979. 66 pp. ED 170 396.

The Search for Effective Schools project; which began in 1974, posits
as its underlying theésis that "all childrén, excep..ng only those of cér-
tifiable handicap, are eminéntly éducable, and thé behaviour of the
schools is critical in determining the quality of that education" (p. 4).
Through an analysis of pupii performance in 20 eiementary schools in

Detroit,“ a project team established that pupil family background neither

 scotr, ki, and Walberg, H. "Schools Alone are Insufficient: A
Response to Edmonds:" Edocational ILeadership; 1979; 37; 24-27:

Failure to Equitably Deliver Basic Skills. Report submitted to Carnegie
Corpecration by the Center for Urban Sﬁhdiéé, Harvard Graduate School of
Education, Cambridge, Massachusetts, 1974:

I
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causes nor precludes elementary school instructional effectiveness.

This conclusion varies substantially from those of the prastigious
Equality of Educational Opportunity (EEO) or Coleman report; which con-=
cluded that when pupil social class and home background are taken into
account,; little variation in school achievement can be accounted for by

. ] : : ,
differences in school programs and facilities. The authors of this paper
conducted a reanr~”j;sis of the EEO; with the design of the reanalysis
based on the foiibwing premises:

--Schools are not unifbrmiy effective for all pupiis who attend
them.

--Pupil social class and family background have two aspects: B
characteristics of the individual.student and characteristics of
the set of pupils attending a given school. These two aspects.
must be separated in a statistical analysis of school effective-
ness.

--Conclusions about the 2xistence of effective schools should be
non-normative.

--Conclusions about school effectiveness are tempered by the per—
formance measure employed.

Methodological procedure employed was to stratify the pupil popula-
tion (sixth grade pupils in Northern eleméntary schools tested in the EEO)
into a set of criterion subgroups based on race and home background. For
each school, mean verbal achievement Score was calculated for each of
eight Subgroups of pUpils reprESenting two races and four home-index
levels. Schools were then ranked on the basis of the mean performance of
the pupils in each subgroup; Schools for which the mean achievement of

pupils in a given subgroup was above the 75th percentile were considered

effective for that subgroup, whereas schools for which the mean performance

was below the 25th percentile were considered ineffective. Analyses of

the relation of school effectiveness to schools and teacher characteris-—

ERIC
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tics were then conducted separately for each of the eight subclasses of
pupils previously identified.

The authors discovered through tﬁié ;éénaiysis that, inaééai schools
were found to be consistently effective or ineffective in teaching sub=

groups of children. Furthermore, the schools that were instructionally

effective for poor and Black children were indistinguishable from the 16ss

effective schools on measures of pupil social background: The authors
report the following results:
. There is evidence that schools are consistentiy effective ot
ineffective beyond a level that would be expected on a chance
basis, and that a school may not be effective for both poor

and middle-class children:

o

items on EEOS verbal achievement tests) is used in judging per-
forménCé, éfféctivé séhééié Eéﬁ be shown to all but eliminate
the réiatiOnShiﬁ between féﬁiiy background and pupil per-
formance, at least in the éédhiéiiian of the tested school

skills to the critical level of competency:

schools judged to be effective or ineffective in teaching poor
Black pupils; it becomes clear that these two groups of schools

4. In terms of charzcteristics of effective schools, variabies that
aprear to be consistently related to school efféctiveness 1i
teaching poor children are

--Teachers assigned to school (as opposed to teacher selectina
of school)

&lm
o~
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~~Teachers hold that a common standard of instruction can be ap-
plied to all students

--Students not separated i o ability groups

~-Few teachers of remedial reading, special mathematics and
English courses and fewer guidance counselors

~-Special education programs for pupils with certifiable disa-
bilities

~-Pupils more likely to have attended kindergarten and nursery
school

In explaining the contrast between these conclusions and thosée based

on previous analysis of EEO data, the authors contend that earliér analyses

overall variance in pupil achievement into two orthogonal components:

variance within schools and variance between schools. These assumptions are

1. Rééféééiaﬁ surfaces are ﬁéﬁégéhééué for subgroups of the pupil
population.

2. Schools that are effective for pupils of one social class are
effecrive for all classes of pupils.

Fowler, -W. J.,, Jr. -Effects of School Characteristics upon Achievement Test
Scores in Ney Yorlk State. Paper presentéed at the American Educational Re-

search Associaticen, Boston, 1980.

This study was undertaken to confirm Goodman and kiééiingié earlier
findingsl it New York State that student achievement was positively related
to expenditures per pupil, particvlarly in districts with more than 2000
stodents. Data from all 705 New York State school districts was analyzed

by Fowler.

leodmaﬁ, S. M. The Assessment of School Quality. Albany: The
State Education Department of New York, 1959.
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Reiationships between nine dependeht and 15 indepéﬁdént variables
were examined. Dependent variables were state PEP tests of reading and
mathematics for all districts for grades 3, 6 and 9, the percent of stu-

dents scoring two years below certain achievement levels for those grade
levels, and the average Regent's score for each district. The independent

~~Expenditare.per pupii
--Enrollment

--Total classroom teachers

==Other professional staff

~=Tax raté for education

--Number of teachers with BA
~--Number of teachers with BA + 30
~-Number of tcachers with Ma
--Number of teachers with MA + 30
~-Namber of teachbe-s with doctorate

--Mean-years of teaching experience in district

~-Mean-age of teachers in district
~-Mean-instructional salaries
~~Total state aid pei total aidable pupil unit

The procedure used was that the average SES score and previous

- It was hoped that this procedure woulu permit the assessment of the effects

of school characteristics upon median district test scores without the con-

tesearchers in school effectiveness.

Ry
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uverall conclusions generated from study results are

I. The overall findings confirm again the puzzling, inconsistent

pattern between achievement test scores and school characteris-

tics, and even demonstrate negative correlations between sup-
posed quality variables (such as expenditures per pupil) and

achievement test scores.

2. The results also suggest an interesting hypothesis: that addi-

tional expenditures per child and other quatity-related measures

raise the test scores of the poorest performing students:

Addressing the criticism that production function studies in educa-
tion have failed to find uniform effects; Fowler observes that this is

hardly surprising "giveh'the distal surrogate measures that typically

have been utilized, without the ability to adeguately separate within

school and between school variance' (p: 22). He suggests "a redirection

of research on educational effects by both selecting samples to maximize

the range of school environment variation and to utilize more sensitive

measures' (p. 22) as a first step:

Gage, N. L. The Scientific Basis of the Art of Teaching: New York:
Teachers College Press; 1978.

The author éstablishés that variations within classroom téééﬁiﬁg
are worth studying and that teaching, especially in its socially interac-
tive forms, must entail some értiétry. By "scientific basis" he refers
to knowledge of regular. nonchance réiétionéﬁipé in the realm of events
with which the practice is concerned. For the purposes of this bdbk; the

scientific base for the art of teaching consists of two-variable relation-

ships dnd lower-order interactions. The higher-order interactions between

P
e
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four and more variables must be handled by the teacher as artist.

In a discussion of related literature, Gage notes that most review-

ers have concluded their reports by saying that past work has been essen-

tially fruitless. However; in a great deal of the extant research the

error of considering a relationship to be nonexistent when; in fact, it
does exist, arises through the following series of circumstances:

~-The teaching-learning process is so complex. that any singte
significant variable in teacher behavior should have only a tow
correlation with student outcomes.

==The studies of teaching are typically based on relatively small
numbers of teachers.

—-Tn a samplé of 15 teachérs, a correlation coefficient of .01 level
Significdnce must equal .64.

--Thus, most of the sample studies should not be cxpectéd to yield
statistically significant results.
Gage proposes to take into account the sample size and magnitude
of the feiétionships or difference through testing the significance of
combined results. Tie Eééhﬁiddé entails converting the exact probability

value of the result of any single ééﬁdy into a value of the statistic
called chi square. Then; the significance of the sum of the chi square
values are determined. He found significant relationships between feacher
indirectness (defined as soliciting the opinion and ideas of pupils,
applying and enlarging on those opinions and ideas, praising or encouraging
thé participation of pupils; and accepting their feelings) and student
achieVEment, betwéen tééchér préiéé and student attitudes; between teacher
acceptance of pupii ideas and pupii achiéVEmént, and Bétwéén tééchér
criticism and disapprovai and puPii achievement.

Through a process of sifting thie detailed information for several

hundred teacher behavior and classroom activity variables, Gage and
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cdiieagUES deveioped a set of inferences regarding how third-grade teachers
should work to maximize student achievement:

——Teachers should have a system of rules allowlng puplls to attend
to. personal and procedural needs without having to check with the

teacher:

——Teachers shculd move around the room a lot monltorlng puplls

seatwork and communicating to their pupils an awareness of be-

havior while attending to academic needs.

--For 1ndependent pupli work’ teachers should insure that assign-

ments are interesting and worthwhile yet easy enough to be com-

pleted by each pupil alone:

—~Teachers should keep to a minimum activities such as giving direc-

tions and organizing class for instruoction:

==Teachers should call on a pupil by name before asking a question

of opportunities to answer questions.

-=With less academically oriented pupils, teachers should always
aim at getting the child to give some kind of response to a
question.

—-During reading-group instruction, teachérs should give a maximal
amount of brief feedback and provide fast-paceéed activities of the
"drill" type.

in discussing the field of teacher education, Gage notes that the

tools necessary to apply current knowledge of the scientific basis for

the art of teaching are relatively well in hand. These tools are being
further developed and tested in field programs such as that of the NEA:

The main need here is closer coordlnatlon between the efforts of the

teacher education researchers and the teacher effectlveness researchcrs.
Movement in this direction is evidenced through efforts to use findings
of correlational studiés in experiements whose effects on both teacher
behavior and student achievement and attitudé aré determined.

The final cnapter discusses the probiem of improving Rnowiédgé of

reiationships between what teachers do and what students learn. This
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problem consists of two overlapping components -— the substantive problems
of how to identify more powerful variables and the methodological problems.

After a thorough analysis of each of these component problems, Gage con-

cludes that the prospect for reéeéféh Sn teaching is that more effective
kinds of teacher behavior will §5536§11§ éﬁéféé from currént experiments
that have just begun. Some effects of these ékééfimenfs will be of
general value for all teaching, while others will reveal that certain ways
of teaching are superior only for certain combinations of érade level;

subject matter, and student characteristics. None of the generalizations
that survive the test of experimentation are likely to permit highly exact
prediction or unerring control of educational results.

Gray, S., Ramsey, B., and Klaus, R. The Early Training Project in Longi-=
tudinal Perspective. Paper presented at the meeting of the Society for

Research in Child Development, San Francisco, 1979.

in this ﬁéaéf; 6ray and colleagues report on some findings from the
Early Training Project. Children in this study were born in 1958 and
began baftiéibétiéﬁ in the Eféjééé in June 1962: The sample consists of
Black children from low-income families in two small cities in‘the Upper
South.

The initial intervention was composed of two delivery systems: a
10-wéek summer school éxpérience focused mainly on language aptitude and
perteptuai and cognitiVé déVéiopmént and on related attitudinal variables
guch ds achievement; identification with achiéving role models was
stressed. A WeERiy home visit foCuéing on thé motheér was conducted during
the first school year, emphasizing the same objectivés.

At the end of the first grade, the project children were signifi-

cantly superior on three of four subtests on the Metropolitan Achievement

‘;;\‘
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Test; a year later, this was true of only two of five tests: Two years

trol groups, aithoﬁgh all seven differences were in the ﬁfééiéﬁéd difeééién;

In conducting a followup beginning in 1974, the authors' interest was
mainly in doing a descriptive study of "an intrinsically iﬁtéfégéiﬁé géﬁﬁié
during a period in which thére was rapid social bhahgeﬁ {p. 4). This fol-

lowup was done as a member of the Consortium on Longitudinal Studies. Over-

all attrition, 1962-1978, was approximately 25 percent; the attrition was

not in the generally predicted direction of the 1éss capabié children being

lost. Findings on this followup study include
--The experimental treatment has had little residual effect on apti-
tude and achievement test performance or on the two tests in the

affective domain;

—-There was no longer a residual treatment effect as indicated on
cognitive test scores;

“=Though differences between experimental and'control group in

the predicted direction, they are not significant.
--A much larger percéntagé of control than experimental children
were plaCed in classes for thé édubéﬁié méhtaiiy retarded;
~--Though percentage of adolescent prégnénciOQ was similar in these

two groups, there were substantially more girls returning to

school and graduating after the pregnancy in the experimental

group.

In examining these findings, the authiors suggest two possible causal

factors to explain what appears to be a pattern of effect of early training

on school career data. One factor is a pervasive motivational variable
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encouraging participants to expend more effort in school, even if test
scores are not high, and to find school more congenial to their interests.
The other could be called improved social acceptabiiityiat least as per-

ceived by teachers.
In concluding; the authors discuss what the future holds for these

young people. Though a few of the more capable may ''come a tittle closer to
what we hope for them; and what they hope for themselves' (p: 16), for many
of them life courses seem already relatively well set and future options
narrowed.

Hanson; R. A.; and Schutz, R. E. "A New Look at Schooling Effects from Pro-

grammatic Research and Development." 1In Dale Mann, ed., Making Change Hap-
pen? New York: Teachers College Press, 1978. '

The authors propose a new approach to the inquiry into school effects
that they feel departs "dramatically" frOQ prior research efforts. It
originates in the programmatic educational research and development cof-
ducted by the Southwest kegionai Laboratory for EdqcatiOnai Research and
Development (SWRL). The methodology has these features:

1. The use of data from natural school environments drawn from a

defined instructional program for a targe ~umber of pupitls,

classes, schools, and districts, carried out over :i number of
years of schooling

2 A primary set of data-gathering components specifically designed
for the instructional progr«. and linked to the operation of the
program and the projected research

3. A secondary set of dété:gatﬁérjng componénts that providé in-
formation on specific variables needed for the research

4, A program information service that provides progress reports to
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various corrent and potential audiences; and functions also for

obtaining source data for ﬁféé?éﬁ iﬁpiementatiOn and pupil per-

formance evaluation

It is felt that the methodology incorporates ﬁééﬁ;ﬁiéﬁg into Ehé

natural instructional environment that aid the ﬁaftiéiﬁéﬁéé (gEdaéhéé;
teachérs, and administrator:) but concurrently provide unique data for under—
standing instruction and schooling. Because all schools have a common
instructional vehicle with known énvironmental characteristics, the method
pcrmits an examination of the impact of the vehicle as well as other attri-
butes on the obtained effects (e.g., teacher grouping practices, class
siZe, student body ethnic~racial cbmpoéition, inétructiohai time ailocatibn,
school/district implementation effort, and so on). Instruméntation accom=
panying a specific program inquiry is used to measure the most useful attri-
butes: The results for a given attribute are determined by relating its

variations across users to variations across program-specific outcome

measures. Although this process wili produce results appiicabie to a
specific program and user population, it can be generalized by means of such
processes as cross—validation, replication, generalization, and extension:

The méthoadiogy.ié described in this arvicle through a summary of the
use of thé SWRL/Ginn Rindergarten Program nationally beginning in the 1972-
73 school year. The kindergértén irogram used in the inquiry was designed
to help children learn ¢ -ceptual skills fundaméntal to academic achieve=
ment (the Instructional éoncepté ﬁrbérém) and to master Béginning féédihg
skills (the Beginning Reading Program). The authors focus on two aspects of
the instrumentation: the Beginning Reading Program and the associated

quality assurance compoments.
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—~The Beginning Reading Program provides instructional resources to
teach three major skills to kindergarten pupils: to read the one
hundred words taught directly in the program; to sound out and read
new words composed of word elements taught in the program; to com-
prehend the material read.

--Instructional materials and procedures are présented in ten units,
each typically requiring between oné to three weeks to complete.
After the completion of instruction on each unit, a twenty-item
criterion exercise is provided to assess the pupil's learning of
letter names, word elements, words, and word attack.

Quality assurance components used to provide the data are

1. Entry Survey: A twenty~two item; individually administered, pro-

gram-specific reading readiness measure given during the first
month of school:

2. Unit Report: Used to record the dates when a teacher began to

use a unit, when it was completed; and the scores of pupils on

the unit test (criterion exercise).

3. BRP Assessment: A seét of forty—three items administered to
pupils by their teacher at fhé complétion of instruction with
the program or at the énd of the school year, whichever occurred
fir;t. It provides scores on the four major program outcomes.

School Information Sheet: pasic information on biosocial charac-

Ly

teristics of pupils at each participating school (e.g.; Title 1
eligibility, percent of ethnic minorities enrolled, etc:):

The 1972-73 and 1973-74 program years were studied: In 1972-73;

2,049 schools and 115;554 students participated; in 1973-74; there were
1,949 schools and 111,485 students. Most schools and students participnated
in both years. The participating schools and students were fully repre-

sentative; however, they overrepresented situations that typically display

low educational performance patterns.

S
[
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The results of the Beginning Reading Prngram made during and after

instruction were mixed. Although all users in all biosocial characteristic
categories were proficient on the unit tests for units they completed,

there was a substantial variability in units completed both across and within

thée various biosocial characteristic categories: The classes in the "disad-

vantaged" settings completed fewer units than those in the "advantaged" set-

tings.

It is felt that the différénccs observed dcross classes on the
sentence reading outcomé of thé asséssment can be explained by the differen-
tial instructional cbmpietibn rate Ey the classes in various biosocial
categories and not just as a function of the differential ébiiity traité of
the pupils: If the program were used differentiy with all the pupiié, then
the outcome Véfiabiiiéy would be created by the manipulable feature of the
instruction; and not be a fixed characteristic beyond the control of the
schools:

In reanalyzing the data from this perspective; Hanson and Schutz
conclude that there was a possible and regular relationship between mumber
of units completed and end=of-year proficiency for the total sample of
ciaéééé; and that it held for groups below and above the national reading
median and for the two ethnic minority groups in the sample. They also
found that there was a poéitivé réiétiohéhip between amount of instruction
(number of days) and the proficiency attained by the pupiié (humbér of
units completed) for the entire sample, in all reading ability and éthnic
groups. They also found that the more advantaged the students were prior to
féééiéiﬁg inéErucéién; as measured by the entry survey, the more instruc-
tion they reccived (program units): It is felt that the data consistently

show that the differences in program performance among various categories
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of pupils result from differences in the number of days spent om instruction
rather than any difféerences in effectiveness of instruction on pupils with
different biosncial charactéristics. Thus, the concept of educational dis-
advantagement is a creation of conditions under the control of the schools
rather than a condition resultihg from unchéngéébié genetic and environ-
mental factors that impede schooling.

fé is féit; finaily; that the kind of research and dévéiopmént cérrié&
SUE in 5551oéi&éiiy natural conditions can be used by schOOi peréonnéi to
better understand the effects of schooling in ways that can intervene to
manipulate them in their own and their pupils' best interests:
Hanushek, E. "The Production of Education; Teacher Quality and Efficiency.”

In Do Teachers Make a Difference? A report. on. recent research on pupil
achievement. Washington: U.S. Office of Education, 1976. 35 pp:
ED 037 396.

In this paper; Hanushek examines the educational process with the aim
of idéentifying the rolé of teachers in education. Two attempts at esti-
mating models of education are préééhtéd: one féiying on thé data from the
Equaiity of Educational dpportunity §tudy, the second using a sample
collected from a California school system in 1969. The oniy optput measure
used in both studies is achievement test scores.

The sample used for one analysis included all urban elementary
schools from the Northeast and Great Lakes regions of the EEO survey that
had at least five White or Black sixth graders. Models of education for
Whites and Blacks were estimated using regression techmiques. Several
measures of teacher quality proved significant for both Btack and White sub-
samples in the models. One of these is tecacher experience, a variable that

can be ekpiicitiy purchased by schools.
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The best measure of teacher quality contained in the data is teach-
er verbal test score, which probably acts as a partial proxy for general
intéiiigéhté. HoWever; many teaching dimensions, such as rapport with the
class, empathy, warmth, knowlédgé of subject matter, which are probably
valuable in teaching, are not included in this measure. The final teacher
quality measure is thé percentage of Sixth gradéré who had a nonwhite
teacher during the last year. This is interpreted as a measure of part of
the teacher quaiity diétributiOh, i.e., the lower énd bf the diétribution,
reflecting the inferior education received by Black teachers.

School factors that proved insignificant in modeling the educational

process are teacher degree level, sex, age, teaching certificates, attitudes

size:

For third-grade students in a large California school system, SAT
scores and family béékgfbuhd information were collected. Information was
also collected on teacher background, attitudes; and specific aspects of
schooling. Studénts were eliminated if both first= and third=grade achieve=

ample data was not available on

[2]]

ment test Scores were unavailable or if
both second- and tﬁird;grédé teachers. The final éémpié consisted of 1061
students who were divided into White, manual oCcupétiOn; WHite, nonmanual
occupation; and Mexican American, manual ocCUpation subsampies‘for anaiytic
purposes.

In this analysis, teacher characteristics affecting achiev:ment are

verbal facility test scores and length of time since most recent educationatl

experience: These teacher characteristics were more important for the
White, manual occupation subsample than for the White nonmanual. None of

the measurable factors used in this analysis concerning teachers had an

~iry

n
,
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impact on tlie reading acliievement of Mexican Américan children.

Hanushek believes that, though each of theseé analyses i5 associated
with a set of problems that tend to dilute findihgé, the sum of the two
pféﬁiéés a more reliable picture of education from which conclusions can bé
drawn.  The sEfoﬁgesé such conclusion is that school systems now operate
mirite iﬁcrfiéiéhiiyi Ehéy are buyiﬁé some of the wrong teacher attributes,
¢.4., advanced education, which lead to little or no achievement gains.

s}

Hefling J. P. Prevailing Models for Describing and Analyzing the Phenomenon

of Black School Failure. Pzper presented at the meeting of the American
Educational Research Association, San Francisco,; 1979:

In responsc to several studies that document that Black pupils per-
form 1ess well in schocl than White counterparts, Heflin examined eight
socidl=psychological models that have been utilized to describe and analyze
tiic pliciomgnon of Black school "failure." These models, based on social=
psvchological tHEdries, have been advanced in récént years to guide educa<
tional polics snd programming.

The assumptions and program implications of these models, w.vided

into two main categoriecs, are

Cchitd Deficit Category

Cultural peficit Model: Black children have had fewer meaningful
ciperiences than Whites and are at a disadvantage in readiness for public
school. School programs should stress remedial prescriptions in order to
allow them to catch up with other children.

Genotic Difference Model: Blacks do not perform as well because
thev have inforior genetic endowments for certain cognitive tasks. As a

result, educators should not continue to design compensatory and other



O

ERIC

Aruitoxt provided by Eic:

51
enrichment educational programs:

PUSH/EXCEL Model: Blacks perform less well than Whites because of
spiritual deficiencies and less than optimum motivation, care, discipline,
and chastisement. The child should be enclosed in a triangle including
home, church; apd school; and more effective motivation and discipltine
strategies should be implemented.

Institutional (Social Structure) Deficit Category

Cultural Différence Model: Black children do not have a deficit but

thev differ from Whité children and do not embrace the dominant values of
thé schiool. rducational programs should develop structures; procedures, and
curricului based on a policy of cultural pluralism.

School-as~a-Fajluré Model: The school is unablé or unwilling to draw
upon the Black child's own cultural milieu and value bases. Educarors need
to understand the major sub-cultures served by the schocl and to be
re~trained for greater awareness and Knowledge of the child's cultural
milieu:

Social Structural Model: Parents and students; as social actors;
behave according to societal demands and expectations and fhe way in which
they have been socialized:. Educators; therefore; must adapt 4 revisionist

Unéqual Rducational Opportunity Model: Since Black children nave
had fewer opportunities for equal opportunity, they perform less well on
acadeémic work. Therefore, Black childrén must be given access to the same
schools a5 White students and thé educational outcomes for the two &roups
should be comparzble.

Euituréi Bominancé Model: Blacks perform less well because educzrors
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Find it difficulr to deal with the oppression in society in the educational
area. Teachers and stﬂdtnés mus ¢ engagé in 2 search for the truth and ro-
frain from mapipalation of the truth in order to perpetuate coltural
dominacion (race aggression) or advantage:

Following this review, Heflin suggests that Black school failure and
ociupational records in adult life are dictated more by "cultuytrdl opprés=
sion" and barriers of the American caste system. In ordér to bécome more
responsive to Black students, educational institutiond must also launch an

attack against oppresSive structures in the larger society,

Keans; M. H., et al. What Works in Reading? (Summary of Jolntg School Dis-
trict/Federal Reserve Bahk Study). Urnpublished maniuscript, the School Dis-
ttict of Philadelphia, Office of Research and Evaluaticn; 1879: 67 pp:

ED 176 216.

This study explores the issue of fourth-grade reading schicvement
growth as measured by changes in standardized test scores. Findings are
{nterpreted in a broad, dife&fiohai manner to ihaiéafe the positive or nega-
tive eifect of only the robust findings. 0ot to suggest that ve know pre=
cisely how much readiug scores can be altered by adjusting a given inmput
by a specified amount.

The Sc¢hool District of Philadelphia's Office of Research and Evalu-
ation and the Federal Resédrve Bank of Philadelphiia's Research Department
collaf orated in this followsup study of a 1975 Foderal Reserve Bank study
(discusséd elsewhere in this review) of achijcvement growth in the Phila-
delphis 5chools utilizing econometric tecliniques. The same methodology was
employed, but integrated within it werc the concerns and learning bfiafiéiéé
of the school distriect. A major strength Sf the éiuﬁy is the availability

of extensive pupil-specific data on the reading approach; on the wav in
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which reading instruction was delivered; and on teacheri school, and Socio-
cconomic characteristics.

All grade four students in 35 schools wore study éuhjecis; Research
inditatés that this grade is an 1ﬁb0iﬁahé baiht at Whiéﬁ té identify Efoubie
sjince a shirp declind in test scores is frequently observed at this level:
The schools are represeéntative of studénts with high, middle; and Jow
degrees of success in réading achiévemént in tetms of absolute reading
level and reading growth. §tudy instruments inciaded, in addition fo a
form to efficlently record pupil<specific data trom pupil records, were
a bfihéipéi interview, a reading teacher interview, a classSroom teacher
interview, and a classroom reading aide interview.

The dependent variable was defined as the growth score from third to
fourch grade in Achievement bevelopment Scale Score Units for Reading Com-
prehension on the GAT: The aéay bfihéipii; feaaihg teacher, classroom
teacher, school; and student variabies ébliaﬁséd rather héatiy into the
foiiowing five sectors:

studénc/5ocioeconomic sratus

school Qhéractériéticé

teacher characteristics

instructional support

reading program
The reading approaches included (representing all 12 commercial prosrams uséd
in the study's 94 Fourth-grade classrooms) were Specific Skilis approach,
Traditional Basat Approach, Einguistic Basal Approach, and Linguistic Pro-

Jmmed Apbeéch;
The study yielded considerable iAformation about fcading.’ The

policy implications listed below are considered the most important by the

P
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Spénding more dav, in school is associated with Iéﬁfﬁiﬁé; and
attendancc records aré important measures of program success and
implementation.

Neither frequency of residential moves nor bussing ﬁnaértaken to
relieve overcrowding i§ associatéd with poorer learning.
Involvement of elementary school principalsd in reading, through
previous professional training in reading and current observation;
is associated with greater learning.

The K-7 séhooi format seems most effective for fourth-grade read-<
ing devetopment: Also, schools with more supportive staff per
pupil are similarly effective.

Though low and middle achieving stadents do better in schools
with more high achievers, the contribution that changes inm line
with this finding might maké to fourth-grade reading 1is clearly
very émaii.

Median income of sclicol fecder area, proportion of students from
families on AFDC; and proportion of &ctudénts below the 16th per=
centile are not accurate flags for predicting fourth-gradc
1eérning2

More fbufth-éfaaé fééding ﬁfoﬁéh is asgociated with more direct
contact of student and éeaéﬁef; and with fewer personal or pro-
féééiéﬁ&i absences taken ‘rom tcaéhing time. Very new teachers,
it appears, operate to the disadvantage of the fourth-grade
reader.

Téacher characteristics of oxpericnce, eitra credits of educa-

tion, ana degreés are not associated with learning.
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The more time spent on iﬁdébendené reading, the more learning;
the Lingﬁiéiié Basal Aﬁbfoiéh is associated with more learning
growth than the alternatives currently used in Philadelphia;
crrhusiasm of the teacher for the féédiﬁg program is beneficial;
and whén the teacher has more direct contact in teaching reading
(uses few aides and deals with more students simultaneousiy),

students learn more.

R. E.; Hall, G. R._ A Statistical Search for Unusually Effective

Schioels. Report No. R~1210-CC/RC. Santa Monica, California: Rand Corpora-

tion, 1973.

86 pp. ED 085 %09,

In a reanalysis of six lavge data sets, Klitgaard and Hall attempted

to determine whethier some schools consistently producé outstanding studénts

even after

allowance is made for the different initial endowments of their

students and for chance variatjion: The six data sets were

1.

2.

6.

The

Michigan ééhééls; 1969-1970 and 1979-1971, grades four and seven:
New York City elementary schools, 1967-1971, grades two through
six.

Projéct Talent data, 1960, grades nine and twelve.

New York State school diStrices; 1969~1970 and 1970-1971, srades
three ana six.

New York State SQhOOiS; 1966, grade onc; iééé; grade three; and
1971, grade six.

Project Yardstick data, many years and grades.

study utilized regression analysis of achievement data, but since

U
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the rescarchérs werd concerped with OUtliefsi rather than central tenden-
cies;, they did not focud on thié régréssion line and its coefficients; bur
ont the tresiduils from that liné. Since they felt that there is no aééépEéd
model of the school variables that affect scholastic or educational per-
formance; and since previous studies have shown that most interschool vari-
ation is explained by variation in nonschool factors, thdy controlleéd only
for nonschool factors like socioeconomic status, minority enrollment,
regional GéfiéBleé, and previous test scores. Then they assumed that all
residual variation represented the school effects (and random fluctuation).
The reéscarchers éXbéfimchted freely Wiéh simple and complicated controls,
using different data and different kiuds of fits in order nor to miss excep~
tional schools; if they cxristed.

Thréé tools of analysis were used to examine the residuals: Fifst,

!

the résearcherd eramifed histograms of residuals to discover tho presence of
extremely overachieving Schools and different educational htééhhélogieé”
among groups of schoolg. Sdcond, using scores from diff@réhé grades. and
years, they cbmparcd th¢ number of schools that conéistcntiy ovcrdChievéd
with the number expected assuming all residual variat.on wds random. Third,
when b&ésiﬁlc; they éontrastcd policv-related and background characteris-
tics of the 6Ucfdéhieviﬁé schools with those of the average school.
Differcnces in policv-related Factors would indicate that outliers were
indeed not random; but differences in b&ékgfound variables could indicate
statistical problems 1ike hLEofhékééﬁFtiéitk; curvilinearity; or an

omitted control.

1In this report the term putliers is used qualitatively to Iﬂdl(ate
obsérvations of the erEptlonal in a set data as compared with the data
central tendency and overall distribution.
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results can be summarized as follows:

The distributions of school achievement scofes were always ex~
tremely tiglhit, once nonschool background factors were heéld
constant. The hiétogramg of the residuals were UhifOEmly normal-~
105king, with well behaved tails and no discontinuities. Thus,
théfe was no immediate evidence of extreme oVérachiéVQrs oy
"éﬁps” in educational technology.

There was evidence of unusually effective schools, however,
especiatly tn the 1969~1971 Michigan data. When such schools
vere identificd, they compsoed from 2 to 9 percent of the sample
and averaged about 0.4 to 0:6 }ﬁEéiéégaéﬁt standard deviations
above the mean, corresponding to an increase from the Fiftieth

to the sizty-fifth or seventieth ﬁéfééﬁtiié; (Beééusé difféfuni
resporise and régressor variables were used; the different results
are not étricti; omparable.) There was also evidence of
hﬂuéuﬂiiy effeéctive Noew York districts. Other analyses, hStéBly
with Project Talent data, revealed no outstanding schools apart
from those chance alone would allow. No matter how simple the
controls and even assuming all residual variation reflected school
effectiveness; no school in any data set was consistently able to
raise its students' achicvement scores more than about 0.8 inter-
student standard deviacions.

Outstanding Michigan schools tended to be rural and White, even
aftér controlling for region and racial composition: Heteroske-
dasticity was found. After eliminating rural schools from con-
sidération and using a minority enrollment éuﬁﬁw, the top Mj ¢ hi-

gan schools wére found to have smaller class sizes, more teachers
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with five or more yeﬁrs of experience; and moré teachers edrn-

ing $11,000 or more éhnb&iiy: These results provided strong

evidence that such schools were not statistical quirks:

Klitgaard and Hall feel that the policy Implications of this report

depénd on the appropriate scale of magnitude; For example, is half an inter-~
student standard deviation "a lot?" They discovered schools that were
statistically "unusual," but whether they were unusually effective, they
suggest, 1s a question transcending mathematics. Nonmetheless, consistenciy
better schools were located that probably desérve in-depth study. They
also draw a methodological 1&Sson: résearchers should stop &tudying
avéfagé effects: For both policy and research purposes, eéxceptions to the

rule may be more important:

Madaus, G., Airastan, P.; and Kellaghan; T. School Effectiveness: A Reas~
sessment of the Evidence: New York: McGraw-Hill, 1980,

Much of this book focuses on the limitations of research to date on

school effectivencss: The authors decry the tendency fo assume that the
p&ssimistic conclusion of the Coleman fépéft (Ehaﬁ schools bring little
influéncée to bear upon a child's achievement that s iﬁdébehaéné of his
background and geénéral social context) provides faif representation of
what actuaiiy takes piécé in American schools.

Negative inferencés about thé influénce of schools, such as those
défived from the Coleman report, are a function of the unit (the school)
selecred for study, the ﬁethodoiogy (stepwise regression) emploved. the
input variable selectad (sctatic; status «.riables) and, most importantly,

referenced, verbal gbility, and reading and arithmetic tests).

B
-
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The authors believe that consjiderable available evidence casts

serious doubt on this pessimistic conclusion regarding school effeéctiveness,

evidence indicating that differences hetween schools in achievement can be

explained by factors related to school and classroom characteristics. For

example, Mayeske and colleagues! adopted a method that allowed the rela-

tionship between school factors and student achievement to be shown without
First allocating all shared variance to stadents' home Béckéféuhd, 4 method
that attempts to determine unique contributions of variables to variance as
well as the common contributions of sets of variables. Mayeske's reanalyses
also constructed criterion measures of school outcome =- an achievement
composite based on a factor analysis of five measures including verbal
ability ~- distinct from that w=mployed in the Coleman réport == the single
measute of verbal ability. One effect of theseé modifications was to
demonstrate greater between-school variance than the 10 percent fouhd by
Coleman: For ekémpie; 37 percent of total variance in the compositec
measure was associated with the schools atrended for ninth-~grade students
and 34 percent for twelfth-grade students: This reanalysis indicated that
‘L tufluence of home and school factors acting in consort has an impor-
't :ffect op achievemcnt.

“adi et al. review other large~scale studies including che Inter—

Bo. . sl Asa. ‘fation for the Evalvation of Educational Achievement projects

afid .slustions of Head Start and Title I and the Jéncks study. They then

discuss th- compiexities involved in the strategies and analytic procedures

o 1ﬁéye§§b,ré;rﬁ, ét,éi., A—é{hdy—éﬁ—bur—ﬁé{iehs—échéoié, NDHEW,Pubii:
cation No. (OE) 72-142. Washington, D.C.: U.S. Department of Health,
Education and Welfare, 1972.
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involved in invéétigating school éffécriveness; in analyzing and héésuriﬁg
school inputs, processcs, and resources; and in selecting valid school oGt~
comes, specifically standardized tests of ability and achievement.

Recent research COntréditting thé ovérall assessments of the Coleman
report is then cited. This work indicated that, when syllabus~specific
achievement measures that are important in the minds of teachers and pupils
are ﬁSéd; then substantial differences in achievement level between schools
and between classes within schools are found. A substautial part of these
differences can be éiﬁtaiﬁed by differences in the academic press of the
school or classroom rather than by ﬁéhé—béékgfound factors: Schools or
classes that have Strbﬁé press for academic ékééiiéﬁéé; value éiscibiine;
provide structure, emphasize homework and séﬁd&; and é&bééé Ehbiié to do
well, achieve at higher levels than those that do not subscribe to these
valués. This is particuiatly true at the secondary level.

The authors réview the conceptual framework of studies of school
effetciveness, obéérving that what has not béén leéarned from récent large~
scale studies is perhaps more revéaiing than what bgg_héén learned. For
example, nbthing has been learned about the absolute éffécté of SQhooiing
nor about the unique character of the home's contribution to student

achievement: In additiom, it is important to bear in mind that for many

school characteristics measared in these studies; slight variacions in
inputs regard.ng school experditure; physical amenities, teacher charac-
teristics, ete ; arc being discassed.

Doubts a:. raised on several points regarding the validity of the
v..w of schoolir impiicit in the Coleman Study. The question of schools’

= octives is fundawental, in this context the authors posec the following

quzs. ons and suggest alternative hypotheses to those implied in many

N
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school efféectivendss studies:
1. Do schools strive to achieve equality of educational output?
2. Do schools teach skills mcasured by Standardized tests of
ability and attainment?
3. 55 schiools strive to work indépendcntiy of studénta’ home back-
gféuﬁ&?

4. Do all students share equallv the schools resources?

McDonald, F. J.; and Elias, P. Beginning Teacher Evaluation Study:

Phase I1, Executive Summary Report: Princeton: Educational Testing

Service, 1976. 167 pp. ED 142 592:

In Phase II of the Bewirning Teacher Evaluation Study; a variety of

measures was developed and .'s designed to measure teaching per-
formances and pupil learmin; 2. hod produced significant correla-
tions between observed :¢ ich” ceformanc e »ad the measures of learning:

The measurement Systen developea rrovided dats used co evaluate four kinds
of relations:

How teaching actions relate to pupil learning

[y
.

How pupils’ characteristics rclate to their léearning

ro.

.

3: How Eeaéhefs' characteristics relate to how they teach
4. How the environment in which the teachers work affects how they
teach

Through a variety of féérééSiéﬁ éﬁélyséé relacions among these variables
were explored.

The eight school districts studied (two urban; three suburban, and
three rural) were located in California. Forty~one second-grade and 54
fifthegrade teachars volunteered to participate; 2500 pupils were inciuded

in thé study. Teachérs kept compléte diaries in addition to being observed



and vidéotaped. Prifcipdls completed que3tionnaires and were interviewed.
Pupils were tested on aclievement in réading and math and on pupii atti-
tudes toward reéding and math in thé faii and spring; teachers were aiso
tested at these times. TeSts to measure pupil achievement were dévelopéd
specificaiiy for the purposes of this study based on thé curricuium goaié
of the State of California.

The general conclusions relevant to research on teaching are

i. No éiﬁélé téééhihg skill or performance was found to be equally

2. There are no single teaching~performance variables correlating
so significantly with children's learning that they should be
considered critical for effective teaching. Rather; patterns
of teaching performances accourted for differences im pupil
1éarnihg.

3. Teaclier effects proVéd éigniﬁicant in a substantiai proportion
of the analyses in this study.

Not éurprisingiy, the factor fouid to most thoroughly relate to 4
pupil's final score was initial score, and these initial scores are posi-
tively correlated with socioeconomic status: The second most impottant
factor predicting change was teacher actions. These actions affected
pupils whose initial scores were low compared to classmates; as well as
those who did above average or better on the test:

In Grade Two Reading, the teaching pattern that was most positively

correlated with pupil improvemen: was one in which children were in inde-
pendent seatwork with teacher interacting through initiation of discussion,
explanation; and questions: In this positive pattern, tealhers used a

greater variety of instructional materials and kept children on-task by

ERIC
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redirecting them to the task:
The two §6§iii6é ﬁfédiéféfg for Grade Five Reading ingtfuctién were
extent to which teacher discussed; explained, quegfiéﬁed; and answered in a
Sustained fashion and measure of direct individual instractiosi nepative
predictors were use of a diversity of materials and popil inattentiveness:
The only positive predictor in Grade Two MAthematics was variety and

number of mathematical skills taught, while the negative predictors were
teaching the class-as-a-whole, using a complex organizational structure,

and sustained reactions to pupil activities.

o

In Grade Five Mathewatics, howevér, modes of instruction that
appeéred effective were not effective with Grade Two. Positive predictors
in these classrooms were varied orgahiZétiOnéi érrénééments, amount of
time sbént by teacher teaching a group, amount of timeé spent by teacher
Eéaéﬁiﬁé the éiass—aé—a—whoie, and a form of social control directed to
keepiug the children on-t ask.

The authors extract some "rulec of thumb” from the results obtained
ifi the various analyses. A theme common in these "rules of thomb" is
that, if an organizational comtext or teaching performance provides for
ditéct instruction, learning is improved. Direct instruction jncludes
(1) 2 componént that explains what is to be learned or models it or elicits
its eleménts by quéstioning; (2) a component that provides the appropriate
condi tions for éttémpting what i to be iéafnéa, and (3) a component thét
provides feedback on how well the child i learning the task. The critical
problem is, probably, to what degree teaching practices allow for direct
instruction rather than whether a teacher teaches in a group or not: When

a particular teacher performance is found to be nonproductive as in teach-

“



lng the class-as~a-whole in Grade Twe Mathem: tics, it should be examined to

find out what is missing from the maaei,of diréct instruction.

Hediey, D,,ﬁ. The Effect1veness of leacherc.“, In R. L. Peterson and H. J.

3

Walberg, (Eds.). Research—en Teaching: Concepts, Findings andgigﬂlkca—

tions. Berkeley: MCCUtChan, 1979.

The auth r contends that the impact of research regarding teacher

effectiveness on either the evaluation or the training of teachers has been

5i1g1t and attrlbutes thIs in part, to a communication gap and; in part,
te the inconsiste éncy and 1nCOmprehens1b111ty of much of the rééééfch find-
ings co 5étb; He then reviews the hiétbry of Tesearch into teaclier effac
tiveness; and reports a set of consistent resecarch findings along with

1mw11catlonx for 1mprowemcnt of teach1ng
The earliest résearch relating to taacher effectiveness attempted

*scribe thie characteristics of an effective teacher; the output was a

list of traits sttributed co such teacher< Suosequen 1y, teaci.ér rating
Scdlés were Géed widely in the 1930'5 to evaluate teachers:  All of this
re i rusult ed in livts of teacher characterlstlcs perce Ived as effec-
tive; such cﬂgchteéisiics were not:félatéd to ;upil outcomes in the
rescvarcii.

Anothier line of rescarch was tlic "methods experimént” in which two
Or more classes wore taught by different methééé; with the mean kﬁbdieage
wains of the classcs cbmbaféd to learn which merthod was most effective;
reicivice teacheri could then learn the "best" tégéhing methods. The
Lo o su o experiments have tended to be either inconclusive or to
centrai.. trerult. of other methods experimérrs, In addition, néarly all
metine iy xper

Timents used the Fupil rather thin the teacher as the unit of

anii-je,
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In .ocess—product" reséarch, 1 research method for pinpointing
teacher effectiveness has been located. The method emploved is thé observa~
tion of teacher classroom behaviors on random occasions, idéntifying bes
haviors that are stable across observations. féachihg Styie or classroon
climatc are then relafed co pupil learning. Ti. development ard dissemina=

I|1

tion of "Interaction Analysis"' and the publication of the first Handbook

;,_ [ _ . z ,2 X R S o .
"of Research on Tedching™ contributed to the proliferation of procesgs~

prodoct studies. Rosenshine's review of 50 of these studies presented

cvidence thit at least some aspects of Eéééhing style or classroom climate
are related to pupil learming.> The behavior patterns associated witl
cffective and jneffective teaching included clarity, variability; enthusi-
asm, task-oricnted or businesslike, criticism, teacher indirectness, stu~
dent opportunity to learn criterion materials, and use of SETUCELUring com-
ments. Many of thesé pattérns are modifiable through appropriate trajning.
More recently, a competency- or performance-based taacher education
model has been dévileped. with the basic assumption that the &ffecrive
teacher has a largetr repertoire of competencies than the ineffictiva:
Competencics are distinguished from the styli tiv behavior patterns identi~
fied in process~proddct research in that o competency is used only under

certaln circamstances. For example, the abilitv to ask higher-order gues-

) lrlanders, N. &. Teacher Influcnce, Pupil Attitudes, aud Achieve-
ment.  TFinal Report; €ouperative Research Program Project No: 397: Minne-
apelio: Untversity of Minnesota, 1960,

20age; N:. L. (¥d.) Handbook of Réscarch on Teaching. Chicago:
Rand McNally, 1963. . ,

. 3&05&nshlnc, B. Teachqu Behaviors and Student Aahle»ement.
Slough, England: National Foundation for Educationdl ReSearch in England
and Wales, 1971.

L o
-
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tiong is 3 competency; clarity is rnot. Research in teacher comperencies

Eakés iccoant not only of how teachers behave, but when and why théy behave

as tney de N
The suthor sums ap this brief research history by uoting that cur=

rent research in teacher effectiveness involves three variables:

-~Measures of teaching effectiveness based on pupil learning

~~Measures of teacher behavior derived from systemacic obscrvation

of classroom interaction

-~Information about the teacher's intention or purpose

In an examinarion of 289 empirical studies of teacher effectiveness,
the author appliéd certain quality criteria in ap effori to minimize aspaf—
ént contragiction: .ind incousistencies. Only those studies in which
teacher e€ffr_ti1venéss ~as measured in terms of student gaiﬁs over several

t.rths werg co o idered valjd. Since accurate and objective descriptions

‘of rtvacher behavior sme eritical, only those studies employing systematic

shservatiow schedules, or others that yielded clear descriptions of teachér

behavior wure included; rating scales for teacliers weére not considered
adequzte fn tis regars. Evidence of generalizabllity of findings was the
final quality criteria abéiiéd; In addition; the author determined that
only relationships that demonstrated a mimimum overlap in variance of

15 parcent, corresponding to a Peaison product-moment corralation coef-
ficient of #. 387, would be considered strong enough fndication of teaciier
effectiveneds. From 14 srudies, 613 relatiunships survived all four of
these criteria (thus, 95 percent of the studies examiped yleided no usable
resules gecording to these criteria).

The profile of the ¢ffective ti ii-r that emeryes from the relation=

ships verified in several different studies i5 as follows:

2

-~
s
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Teaching function Béhavict,c£,¢§fgg§iy§f§ga§§§f
Maintenance of learaing pupil behavior Jess daviant and disruptive
EHVernmEnt ' fewer teacher rebukes

jess CrItIQIsm
less time spent on classroom management
more praise positive motivation

Use of pupil time more class tlme spent in task-related
"academic" acrivities
more time spent working with 1arve groups
or whole class.
small groups of pupils work independentily
less of the time
less independent seatwork
Metiod of inStruction more "low~level' questions
less likely to amplify, discuss, ~: 17

Tower pup11~1n1tlated questions - om-
ments -

1éss feedback ou pupll questions

more attention to pupils when they are
working independently

Medley notes the disturbing findings from one study th:it indicate
that beliaviors found to be effective with low socioeconomic status pupils
were ineffective with high soclioeconomic status pupils and vice versa.

In conclusion, the aothor states that teacher education, both at
preservice and in-s rvice level, should adopt the fundamental goal of
devtlopment of the competencies needed to create angd maincain the 1edrn1ng
environment; to engage pupils in learning-related activities, and to imple-
wment the kind of imstruction indicated by research to be effective. He
observes that teacher educators navé lacked rhé& conviction that these
things are what teachers ought to be doing. Ii.e important conclusion for
research in teacher effectiveness is that future rescearch ihould build on

bést fihdings and look for other ways to increase teacher effectiveness,

3
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Hurnéné; ?:”j, Interpreting the Ev1dence on School Effectlveness. (wéfk—
ing Paper 830). Yale University; Institution for Social and Policy Studies;

1980.

In this &ssay, Murnane provides an ihéetﬁréiatidn of school effec-
tiveéness research which both explains puzzlés in the empirical Findings and
provides a cohereént pérépéctiVé from which to ask new research én& ﬁdliéy
questions.

Quantitative studies of school effectiveness are reviewed and

analyzed: Murnane observes that these studies indicate that there are sig-

nIfICdnt drffﬁrences in the amount of learning occurring in different

schools and in different classrooms within the same school even when prior

skills and backgrounds of children are considered. Additional findings

takepn from this review are

~-Sone teacher attrrbutes are related tc student achievement; attri-

butes identified to date are intellectuyal skills as measured by
verbal ability test, quality of coilege attended by teacier; -
teachers with high expectations for their students; and .c-chers
with some experience. Teachers with master's degfééi a': r0 more
effective on average than those with only bachelor's degr

«~Tne ev1dence 1ndlcates that elementary school chlldren WIth i
initidl skill levels who atténd schools where a erage achievemrn'
level 1s relatively high make more progress. There is similar
evidence regarding socioeconomic status.

-~1t appears that children disadvantaged by low achievement or low
SES heneflted from attending schJols with more fortunate students;
whllc the%cost to the more fortunate students i1 cerms of de=

~~Though there exists a large volume of research on the impact of
class size on student achievement, there is no consensus on this
issue._ A recent review by Glass and Smithl! found that average

student achievement was much higher in very small classes than in
classes with. 20 or more, but that average aChleVément in classes

with 20 students was only marginally higher than in classes with

———— S

tGlass, G. V., and . Smith, M. L. Heca*Anatzﬁls of Research on the

Relctionship of Class-Size and Ach:evement. San Francisco: Far West

Laboratory for Educational Research and Development, 1978.

< 2
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30 or 40 students. Murnane polnts out the limitations in.the cur-
rent research strategies to capture saltient aspects of the edoca-
tion process.

—-Physical resources available in a school in a particular year are
not systematically related to the achievement of the students in
that year.

~-The technical characteristics of instructional strategiles and cur-
ricula are not; by themSelves; critical components. Instead, what
matters is the extent to which teachers are willing and able to
adapt the curricula ov instructional strategy to thelr needs and
the needs of thce¢ir students.

The author believes that theé main school resources ~- teachers and
students —- will rasDCnd to any CEangéS in the instltutional ruiés, customs,
or contract provisions that determine the allocation of resources; the 7
natare of the resﬁonses will depend on the priorities and opportunitieé‘of
these key factors.

ter data and more research w:il! heip to learn more about the

i

Be

rélattbﬁéﬁiéé between school resousces and student achievement in ongoing
educational systems, Murnane concludes. However, quantitative rescarch on
school effectiveness, as currently conducted, will not provide relliabie
information about the effects of éﬁénges in resources on student aéhiéVéf
ment, Since the métﬁodbiogy do6s not address the question of how resources
are allocated in ongoing systems.

A cen.ial problém in improving schools 1§ the dévelopment of
mechanisms for incorporating into the decision-miking process information
about the péiorities of the key factors and, consequently, about their
likely behavioral responses.

Rist, k. C. "Student Soctal Class and Teacher Expectations: The Seif~
Fulf 1ling Prophecy in Ghetto Education." Harvard Educational Review; 1970;
30 (3), 411-451.

‘n tuis paper, Rist proposes to explore ''the process whereby expecta-

-

brs,
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tions and ééciéi iﬁte;éciiohg give rise to the social organization of the
school or claga” {p. 412). One of his prinary goals is to analyze tho
relationship bet ~en the ceacher's initial expectations regarding potential
.tudent academi - ﬁéfféfméﬁcé and the student's chance for success w1 thin
the school system. Thf&héh a "ﬁicféeiﬁnééfnyhin“ classroom observation
technique, Rist provides an analysis both of the critical factors in the
teacher's development of such expectations and of the process by which

The datd for tii~ longitudinal study were collected by means of
twicc-weekly one and oné-half hour observations of a single group of Black
children in an urban ghetto school who began kindergarten in September
1967. These formal obs&rvations weré conducted throughout the 1967 school
year and again in 1969 whén the children were in the first half of their
second-grade vear; four informal classroom visits wéré made during the
children's first-grade year. Additionally, a series of intc¢rviews was
conducted with both the kindergarten and the second-grade teachiers. The
srhool is Jocated in an srea with a 90 percent Black population; at the
time of the study approximately 55 percent of school students came from
administrators, teachers, ntaff; and pupiis v<.e Black:

The Sources of information on the children available to the Ki. icre
garten teacher prior to the academic year are reviewed; all four sources
concerried social information and none rélated directly to a child's aca-
demic potentfidl. Rist then goes on tc analyze the teacher's organization
of the classroom on the eighth daj of school into threé tables. He

observed the following criteria differentiating the children at these

ERIC
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three tables: physical appearanie and body odor, interactlonal bebavior,
usé of languages and social factors (income, education, family size) kuows
to thée teacher prior to the academic vear. The teacher 6bséfVéd that the
Tablé 1 children wor¢ "fast learnérs” while children at Tables 2 and 3
"had no ideéd of whit was going on in thé classroom.”

In the absence of formal testing of the children, Rist belicves that
the teacher based her criteria of '"fast-learner' on her concept of the
characteristics of a "successful child." This particular teacher sStressed-
the chaféctefiséicé of a high degree of Verbaiizatioﬁ in étahdard Americdn
English; ability to beéome a leader; neat and clean appearance; member of
a iiﬁiiy that i- cdﬁcééed; eﬁpi&yed; living together, and interested in
the ch}ldi and the ébiiity to péfti&ipaée well as a member of a group.

Rist then pr&CQads to pfb&iée eidﬁbies of the process by which "this tunda-
mental division of the class into those é%bééféd to learn and those expect-
ed n . to permeated the teachor's orientation” (p: 423):

In responding to the stimuli of the teacher, tlié Student responses
were highly dusendent on wheéther they sat at Table 1 or the other two
tables. Rist observed that Table 2 and 3 children did grasp much material
through "secondary learning' or medidtion of peers and iistéhing to the
teacher speak to other pupils, but that tii- patterns of intéraction
established by the teacher inhibited the low-status childrén from verbaliz=
ing this kﬁowiédgé; Also documented are the process by which Table 1
children learned to direct ridiculc and belittlement towards children at
Tables 2 and 3 and the physical and/or psychological withdrawal of som: of
the Tabl: 2 and 3 children.

In the first and second grades, this process of dividiae the class

K{J
ad
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into reading groups was baseq on the differentiais of past performance.
Within the classroom, the various teachers establiished z clear system of
1

segregation between the "fast learners" and the "slow learners,” and re-

lated differentiy to these two groups.

In order to obsérve more closely the reward-punishment pattern in
the second gradé; the author deyélopéd 4 mechanisim for evaluating the
viridties of teachér béhavior (verbal and non=vérbal) on a supportive-
neugral<control scale. Though neutral behavior accounted for thé largest
percéntage of obéerVéd teacher behaviors, this anaiysié yiéided thé follow-
ing Dictufé:

~~Between two and fi.. times as much control-oriented behavior is
directed at the loiest, as opposed to the highest, reading
group.

~~Whereas the combination.of neutral and supportive behavior.never

dropped below 93 percent (of total behavior) with the "fast =
group,' the lowest figure for the 'middle group” was 86 percent

and for the ''stow group' 73 percent.

The "siow learners" (overwhelmingly those of lower sociocconomic
class) were, in numerous ways, informed of their lover status and socialized
for a role of lowered self expectations and of respect and deference
towards those of higher status. Rist notes that the results of his
observations indicateé that "the school strongly shares in the complicity of
maintainiﬁg the organiZationai pérpetuation of poverty and unéquai oppor-

tunity" (p. 547).

Rosenshine, B. "Classroom Instruction:'" In N. L. Gage (Ed:), The Psv-
chology of Teaching Methods: Chicago: National Society for the Study of
Education, 1976, 335-71:

In this chapter, Rosenshine describes some of the major recent

studies in the area of classroom instruction and their results, beginning
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with a Summary of major publications since 1970. He then movés on to ro-
&iéw results on six variables of particular interest: time spent, content

Gvered, work groupings, teacher questions, child responses, and adﬁit feed=
back:

Attention is given to recent studies on instruction for elementary
school pupils from fow socioeconomic bacKgrounds. Three classroom studies,
all completed in 1974; receive special consideration due to size and
bréadth; all are based on observations of bfiméfy~§faéé classrooms with low
sociveconomic status childien and usé outcome measares in reading and
mathematics. The Follow Through and Planmed Variation programs provides
the $8tting for two of these studies.l 1In the other study, Brophy and
Evertson spent two years obéérvihg primary~grade teachers who had been
identified as consistent in their effects upon student achievement across
four years.g

From these studies, an instructional pattern labeled direct instruc-

tion is described:  In summarizing this effort to estend the prev.ous

review of relationships between classroom teaching variables and student
achievement, Kosenshine concludes that if ome limits the generalizatio: to

primary ievet low socioeccomomic status classrooms in reading and mathe-

matics, and if onec gives strong weight to the Follow Through study by

, Ystallings, ' A. and Kaskowitz, D. H. Follow Through Classroom
Obsérvation Evaluat. 4 = 197251973. Menlo Park, California: Stanford

Resedrch Ihétitutesfﬁv74; Soar, Robert S. Follow Through Classroom Process
Measurement and Pupil Growth (1970-1971) Final Report. Gainesville;
Florida: College of Education, University of Florida, 1975.

. Brophy, J. E., and Evertson, C. M. DProcess-Product Correldtiens in
the Texds Teacher Effectiveness Study: —Finagl Report. Austin, Tesas:
thniversity of Texas, 1974.

.‘_1‘
G
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Seollings aho F .tkowitz, s<ieiazl generalizations emerge:

.im°  Lent on reading and mathematics instruction and aéiaé

'{ o and mathen .tics méteriéis was positively related to
ach’evenent,

Time «jent by students working alone was unusually negatively
related to achievement. Small grOupé and groups of eight or
morc students were most functional.

A driti péitéfn éonsisting of questions that studénts could
answer, followed Ey feedback and subsequent questions, wWas most
functional: There were fo é]éér results regarding various types
of questions oF tyﬁeé of téééhér responses.

A pattern of direct instruction, ééiéiéEing of small steps at
the student's level and a great deal of work mediated by either
teachér or workbooks, all directed by the Eeééhéf, appeared most
functional.

The use of a "plauned variation" program for classroom research
appears promising. This program, Eowévér, amounts to much more
than installing four or five different méthods and collecting
oEééféétions and outcomes. They have been supervised by
national éﬁgﬁgéfs; éna many 8f these sponsors have had to work

a number of years before their éitQF achieved adequate implemen-
tation of intended teaching methods: The three studies reviewed
heére all represent brfgxuséiVé and fruitful déﬁeiopment of the
approach that combines both curriculum iﬁﬁiéﬁéﬁﬁéf%éh and ob--
gérvationdl résearch.

The task of détérmining whicn ﬁind of achievement-related vari-

able has which kind of reiationéhip -~ causal or noncausal -~
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calls for analyvtic experiments in which several variables are

manipalated independently of one anct Unti] such experiments
are performed; we she'l @ot know & . -, for esample, working

with large groups is it.clf desirable or merely correlates posi-

tively with achievement because it is tied to an intensive,

structured pattern of teaching that itself makes the desirable

difference.

Rutter, M., et al. Fifteen Thousand Hours. Cambridge: Harvard University
Press,; 1979.

In ¢ longitudindl §tudy of twélve London secondary schiools, con-
ducted from 1970 to 1974, the authors discoverdd & pat.ern of variation
among schools in student iéarning and Béhavior, even when social background
was held constant. fhe characcer of a Schooi as a éociai inétitutibn

appeared t» be stronply related to the dimensions of student performance

on academic achievement tests, student conduct in school, attendance
rates; and delinguent behavior outside of school: Such schools had e

tive educational stratcgies, were committed to stud. i tcarming; crest 4 a
climate of high expectations and respect for students, and provided a
pleasant physical environment.

Effective teaching strategies were also pinpointed in the research,
including the use of praise, rewards, and approciation; with immcdiacy of
praise enhancing effictiveness. leachérs in the successful schools spent
more time interacting with the entire class. in addition, échooié with
an agreed upon standard of behavior and discipline functioned better.

Teachers in such schools tended to begin lessons onh time, not to end classes

early, to assign homework to students and to spend minimal class time

preparing equipment or distributing materials: These teachers also expected

bf)
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students to be able to work Silently and independentiy:

Students in the successful schouls used the school library more fre-
quently. In such Schools, students were more likely to hold responsibili=
ties as group captains or participants in student assemblies. Confidence
in students was also manifested through the amount of studénc work dis=
played within classrooms and throughout the building.

Rutter et al. indicate that a student's sense of well-~being and
g

freedom to use building during breaks and lunch periods, access to a tele-

phone; and availability of hot drinks: Field trips were correlated with

examination success but extracurricular activities and clubs vere not.
Where students repprted feeling comfortable discussing personal problems
with teaching staff; attendance and academic attainment were better, and
where teachers said théy wolld see éhiléfeh about a problem at any time,
pupils were better behaved.

These characteristics of Successful schools were not rolated o age
of School building ot other physinai atrtributes.

The results of this study, which suggest that teachers and schools
do have a significant effect on student outcomes, conflict with the fre-
quently—cited findings in the Coleman report and in Jencks et al:! This
conflict can be explained by the differing units of analysis; sample,

design, wethods of data collection and measures of key variables. For

!Jencks, C. S., et al. Inequality: A Reassessment of the Effects
of Family and Schooling jn America. New York: Basic Books, 1972.
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Coleman, the unit of analysis was the individual child whercas for Kutter

et al. it was the school. While Coleman's survey was conduct y at 2 single
point in time, Ruotter and colleagues conducted measures over c: ., ¢pnabling
them to analyze what happened to similar children who attended difi.rent

schools.

Coleman's data obtained from a mailed dﬁéstibﬁhéiré was based on
Séif:réporLS by students and school administrators, whereas Rutter et al.
suppleménted such seélf-reports with extensive reports by trained observers.

Tlie outcome méasurés used in the London study were (1) atrendance;
(2) school behavior-~truancy, tardiness, damage and graffiti, violence,
classroom diéruptions; inCOmpiéte hOmework, Being out of uniform; (3) suc-
cess fn the curriculum-based public examinations taken at the end of the
fifth year by students in _he top 60 percent academically; (4) student
employment one year afrer leaving school; and (5) le<rls of delinquency
outside of school, whereas Coleman and Jencks all focused on academic
achievement as measured by standardized tests.

“he authors contend that secondary schools, as relatively self-
contarned organizations, tend to develop their own culture, pattern or
@thos. This belief i& strengthened by research results indicating that
the combined éffect of school process measures on thé four typés of pupil
outcome waé more powerfui than any individual factor cdnéideréd on its
own. The results of this study demonstrate the value of viewing schonls
as social organizations, and imply that teachers and administracors could
benefit from knowledge of the process by which social and organizational

features shape educatjonal outcomes:



Smitin, FL Lo and Glass; 6. v, R(llthHHHlI 01 LL&»&75120 to (}d%srmnw
_“ruc" sy Tvacher 51LI%f}Flioﬂ and Pupil t\f{Li£;~vA7WC Al
}.JHLih(U' Toe | Far vest thmratnxv of LdnLdLLUHdl Research and UCVUIOﬁ’
ment, 1979, '

THIG study 1s a companion picce to the Sﬂthors’ carlicr meta-analy-
sin Of the cirdet of ¢lass size on aciiicvement.!  in the ecarlicr study; it
van Shown that wore than 30 bcrocntilg ranks exist between tho achievement
ol a g Laugnt individUélly and U pupii tauy ht in a class of 40. In
this seut 0 the Gifierence in éhé quality of the edutééionai ¢nvironment
(. composite of the variables rfeliated to quality of education) present in
classcs of varving size is Omdmihua;

Approzimately 130 doouments fit toc aitliors! sclection eriter;

~= [ ntrxmcntcr must have compared effoets o classes of two or
niore dif fe re 1'][ sizes

“-Results must have been presented n Senle quantificd or stiatisti-
cal form

-Study must have Do o conducted in some educational or quis i~

ad

cdite it ionagl set
substiantial effect of varving class size on teachers wal found.

il . e 0 c . ) - . : . .
v GHIEGTenice in g teachior 's workload, attitudes hogr Studante, vy

1

e CTeral sAtisfoaction varioes from to- 50th percentil. a class of

oo lie 76th percentile in oo class of 15, ka dittference in
- cT . N N . - \, . N

CaChier ertects in oo clagss o 1O versus o elass ol A0 T s 59 perc ol

Voiis . This i teachers! foeeling they portorm hoteor in smaller olassen

Poociven vapicical support

IUJ'S%‘ U. V. nd %mith I Jkta—dnnl\\1s4y74ﬁmaw1gh on the
L+H4sﬂLL of Class Size anQAAFJIOVUMK”g. San Francisco:  The Par Wost
S 2 2o et Ald Aenlevement

xJuruLur, for fUU(dLIOHHL Research and Vevelopment, 1978,

NN
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TEOUgh i Cffccté are not as dramntic as thoseo fbf teachers, the
Gffeitive impact of class size on pupils is also puﬁitiv@. Differcence in
pupils' attitudes toward Sciivol, interc t in the subject mattor; claseroon
sehavior, ete., s 14 percintile ranks between classes of size 15 and 40.
In othier words, t ctudent at the S50th percentile in affectjve attainment
i oa class of 30 would be cxpected to rise to the 70th percentile in o
class of 10: Clags sizc does have an effect on pupils' attitudes, inter-
estsy and opintons:

The offect of class size on Inviructiondl proce€sses and environticot s

i5 the same as that on pupil cifect discossed above: Opbértunitiéé for
individualization, varicd and adaptive learning activities; social inter-
action,; ang friéhdly relatjonships are greater in the & dier classes:
Classes vary on this effect berween the 70th percentile in 3 clais of 10
pupils to the 45th pérténtiid in a clais of 40 pupils.

These effects werd sredtest for pUpiié 12 years and under, somewhat
reduced for pupiig 13 to 17, and ledst for pupiié 18 and over.

ngo features of the study interacted with v Pz¢ offvet in
that well-controlled studics produced slightly sme. iass-size effects
than uncontrolled studies: However, this diffarvnce iu effects produced

] - B - - Fy

between the two sets of studies amounts to only about 10 percentile ranks

even at the extreme points of tho class-size sceale:

Summers, A. A., and ¥olfe, B. L. "Which School Resources Help Learning?
Lfficiency and Equity in Phi'adelphia Public Sciicols." TIRGHD Bulletin,
1976, 11, 1=15. 17 pp. ED 139 847.

The Reséavch bCPthmént of the Fedéval Réserv. Bank of Philadelphia

studicd 4 sample of Philadclphia public School ¢lemeptary, junior and
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senior high school studentse using growth ip achievement ds 4 v.i.dsilek for
med. nring the outypnt of thr .+ icaticnal proces., and then oxa:  -wd the
fmpact of variations in a large number of inputs on that ~ugput. The

pupll histories constructed provided a richer data base than that obtained

In many similar studies: pupil histories were extrencly detiiled, stodents

v e followed over time, thé number of schools covered was large, and indi-

vidual pupils werc matchel with teachers and the charactoristics of thos.
teachers;

Reécaf Lomechods were selected to address the unStion of interac-
Etuv bcéw&en ,Lf.ﬁ; ihput and type of pupii. 1t was fuund that, for many

si.o0t resourcces, the effect on some types of students is very different ==

and, [requently, in the opposite direction from the clfect on other types
of students. The study's fmportant findings are summarized as follows:

-~All types of students at all levels of schooling experience

lavger »ates of growth in achievemert ff they asre atrending more,
and if uvexcused absences and latencss are minimized:

=-Al1 types of students in elementary schoel do becter if thev are
taught by teachers who graduated from bigher-vated ¢ .lleges, if
they are in 2 school with a 40 » 60 perceui "iack studeut
bodsy, 1f they are in classes oL 33 or less, and if they are in g
school with more high achievers,

~-All types of stud.nts {n juniof hign school do better if they arce
it a school that 1§ part of an élementary school, f theyv have
social stadies teachers who graduitid from higher<rated collégcs;
if they have mathematics teacher- vho were trained in cho New.
Math era, if they are in classe ¢ 31 or less ang ju J school
witii more high achievers:

~-&11 types of stadents iu senioy w1gh schoel do better if thed are

in smallier schools whire dropoute are less of & oroblem.

~-black students with high.1Qs would benefit if home and school
would. allow them to. achieve as much as non~Black students with
the same high 1Q espectally in the early grades. Black students

perform better in smalicr elementary schools and in junior highs
with larger Black poputlations.
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~~Low-income students respond particularlv well to elementary school
teachers who graduated from higher-rated colleues and to junior
high ¢lesses smaller than 32

~-Low-achieving stud cnts arc particularly rC\PDnSIVL to certaln )
scheol ‘nputs. In elementary school, low achievers do better if
they /re in classes with fewer than 28 students, if they have _

new teaviers,; and 1if the} are in schools with more high achlevers.

In junfor high this group performs better with new English teachers
and witl more high achievers in the school. In senior high the

low achiciers respond to English classes that have less than 27
stucents and to swmaller schools.

~-High achiever: do best witn experienced elementary school teach-
¢rs dnd junlor high English teachers; junior high social studies
teachers from higher-rated colleges, more library bonks. and
with senior high English teachers wvith higher Englisu exam score

The study findin. that school resocurces influénce learnine growth
has ﬁLVLlﬂl important policy Implications, which thd authors point out:
1. Public school resou-ces can be used to attain gredter cquity in

educgtion 1 opportunity:

2. Shifting resources t..oard Tng. o eob Inputs which produce
arcater achievement grew o .. .1 . cverate a larper educational
output withouo raising school district é#béﬁdifﬁféﬁ.

2. 17 specific school rescircrs can be tied to lcarnin' then tax-
pavers, TONts, dnd courts can hold school administrators
actcountable.

TLnto, V. ”DOLw Schooling Iattgr°, A ROETOSPCLthC ASGCqﬁment. In =&,

Shulman (Ed.), Review of Research {in_ Eduer ion. Itasca, Ill.: F. E. Pea-
cock and the American Educational Research ~sSsociation, 1977.

In this brief rev: ew, Tinto attpw>tx to d455eS5 the current state of
knuwiudge regarding tle effect of schooling on social attainment. Avidila-
ble evidence suggests that the acquisition of ecducational credentials Is

more closely associc ed with the individoal's ability to 84in accéss to
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high-status occupations than with thé nBility to do well in the 5ééupétion
entered.

A Sociological overview 18 présented in which education is tied into
the wider system of social §tratéfication : socliety. Education has been
a primc comvern to those who étudy Social stratification due to i s pre-
sumed impact on this process. It can be viewed as iéading to the acquisi-

tion of skills . propriate to the performance of a varietv of adult rcles

or as an insti ationalized part of the - nLey structure of socicety
serving s rtifying agency to sponsc +.2ctec gpraduates into the more
desirable .tuses in society. Past research clarly indicates that educa-

tional attainment is more closely assecintad with medsures of occupational
prestige than it i¢ with measures of income,

A nunber of large-scale survev studies of social attainment show
that cducational attainment is tic single oSt important measurabic deter-
minant of the occupational status of a person's first job. In addition,
recent evideuvce suggests chat the réturns ¢ occupational status to
échooiing havi incréade) somewhat -elative to sccial Background factor
since 1962. Howchr, all Sroups do not reaiizé éfmiidr occupationai
status relurns for their investment in SQhooling. Studies reveal dif-
ferences in Black and White patterns of both vducational and eariy occupa=-

tion: * atvriopment: Theugh digcriminatinsn against Blacks still exists, it

is apparini that as a group, Blacks I, hat closed the gdp between
themselves and Whites: Black pattern: itional and cecupational

frainment still differ significantly from those of Whites.

Regarding access to jobs, only among high-status occupations do

selected individuals to status positions. These institutional ef :cts

y;l

)
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appear mor: as ldatenr capacities ¢ it able and motivated persons of a

variet: of sceinl origins cnn cvate for their own perdonal adviancement.
fiie research docs not . the position that ability and "luck' are the

mos t iﬁbofééhi f. Fors in status attainment; performance counts, but
college quality matters in the atiainment of high-staius occupations .

Tinto 6hhciudc§ Eth we éﬁﬁhét a§éuhé théi we will ever be able to
explain, through the application of relatively simple models of attainient,

most of the variance in adult occupational status. Present models of

stotus attainment qre based on the assumption that most people evaluate

s

potential outcemes of education in very much the same way, and such evalu-~
ations are in sone simple manner directly associated with social status

o Although the inaccuracy of thi. assumption has beén pointed

e ol

out, We wot te see a thorough opplicationh of social models of decision

theory to the study of eddcation and swetal attainment. This type of

application is likelv te revesl important linkages between the familv, the

schoal; and other important sociulizing contexts and the manner i{n which

Asional attainment impacts on socii stata. attainment of differing
[ o
videsls and groups:

\

\

Viaezky; R. and Winiield; L. Schools that\Succced berond Expectations in
eacning Reading. Unpublished manuscript, Nniversity of Delaware, 1979:
See also Venczkys R.5; and Winfield; L. Schojls that Succeed Bevond Expec-—

tations in Teaching. Studies in Education. Xechnica: Report No. 1.
Newark, Delawarce: University of Délaware, 197% 52 pp. ED 177 484.

The authors studied several public elementary schools that drew
the:r stucents from low SES areas and that succeeded in teaching reading.
Through interviews, anal’ses of test Scores and work logs, cldssroom

cbservation, and review of school memos, a composite picture of each school



was drawn on whicﬁ the Juthors Béééd some gencrallizations regarding school
success. In one Eastern industrial city; another clementary schiool was
studi-d which appeared to be dﬁifé éimilar to the "Succéssful school, but
which had little to no gains in rcading scores.

Thie study's gencrai conclusions, which #ill bé discussed in more
détail below, are that "for schools that draw toeir students from low SES

arcas to succeed in teaching reading, strong building-wide curricular

leaaéFshib is féiﬁifed; This lecadership, théh; {f it exists, usually
Comes from the principal, mus. be opently and 8bvicnsly achievement-oriented.
Then, siven strong, achicvement-orient ad léﬁ&éféhib, the dé; o of succoess
in reading instruction wil! be determined by the instructio: | éff{éicnéf
of ghc school; which i. a function of the adaptability and éunﬁiStuhb;
sf Lnstruction tpp. 125,

In diSCussing ieadérSHip styles, the authors maintain that, on a con-~
tinuum QtrEtching fro - tagk-~oricnted te human reiations:oriéntéd; tass
(i achicvcment) orientation is the primary trait réquircd of a Buiiding

Leaders  This wmeans thast the principal (or, in rdre ca.es, other l.oader)

ias @ strorg desire to hidve izh reac:ng scores and transmits this desire

to éédff; ﬁq%énté; and pupiis; Though a « &, wbic principal can stress
acitievement wiile maintaiuing éood rélations with staff, parents, and
pupils, the auiuors observed that a pric.rv orientation toward Laman reifa-
tions often excluded an viihasis on achievement. Findings frow a number
of schiool studies reinforce this view.

In this study of successful schodis; the instructional variables
that reélated most directly to instructional efficiency wire /o ability

and consistency of instruction. By adaptability of instraction is meant

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

dcgrcc to which each srudent is receiving instruction that hi or she needs.
(Thudgh "individualization of indtruction' is ofien dppiiéd to his idea,
the authors find this phrase to be ambiﬁuoué; occaSionaiiy dénbtihg the
impractical or the impossibie.) In generai, succossful schools were found
Lo snrongiy emphaﬁiza hor.renious grOuping for reading and careful monitor-
ing of stadent progress.  In such schoils, extra personnel involved with
reading reinforce reading instr o+ 1 and there is coordimation of all
school personnet, bsféiédiafty road spocialises and iib%ifians; 1n-
struction that mects all of these requirements may still be inefficient if
instructionsl programs are changed froquently or if students sre con-
fronted with widely different preourams at each yrade level.

venezky and Winfield conclude with specific suggoéﬁiohé for school

districts vo¢ improve reading instruction as follows:

1. Curricular leadership should be built inte evaluation criteria
for principui;. Réquiréd activities heré include freque..t
avetings witn lead rend;nu tiachers or Spécialiﬁté; coordination
ol plans tor the ruACfng stary, and periudic moﬂitoring of
student progress.

Inscrvice classes should be given for principals to teach them

o

different approaches co the responsibilities listed above
(No. 1) and aboot reading in gencral.

3. Schools should be required te adopt tw. te hrec year pl.oue for
making their reading instruction more efficient; such plans
should arrend to grade-to-grade transitions; grouping, assess-
nent récord keeping, and reporting.

4., Schools and school districts should be madé more aware of the
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programs in other schools that succeed fp teaching reading:
"There is nothing wrong with reinventing the wheel tf one's
interest is in invention...for reading; ho. ver, we should opt

for the 'wheel' category' (p. 38).

Walberg, H. (Ed.). Educational Environments and Effects: Evaluation,
Policy and Productivity. 1 rkeley: HMcCutchan, 1970.

In this collection of twenty articles, che editor brings together a
variety of exemplary analyses in evaluation and rezearch which shar. the
traits of expiicitness about the eVidénce; a causal apprbach to the anaiysis;
and relevance to educational evaluation, policy, and productivity. Authors
were requested to make clear the assumed causal reiations among variables
and  vom these feiétiohs; deternine how education might e improved. The
general conclusions of each anthor are presented here under the five cate-
gories by the editor:

Home Environment. Marjoribanks demonstrates the immense importance

of the rarertal role in childr~ .'r learning and suggests that school-based
programs for parent educatior o woceraged and that they be firmly based

on accumulated research. Mothérs o»d teachers, caught in devalued roles

in our society, arc asked to raise children in the service of individualis-
tic and compétitivc goals thev do not Shnre, maintains Lightfoot; she be-
lieves that onlv a profound reileTinition of cultural norms will establish
productive relationships and satisfying lives for those playing socializ-

is10on on learning as well as

fng roles: Gordon reviews the effects of teic

its specific impact on outcomes such as agpres:ion, prosocial behavic:,

passivity; and cognitive development, concludtng with a nonber of wavs in

which parents and teachers can use television more effectively to p-omcce

* -~
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e
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tcarning and to encourage positive attitudes and behaviors:

Sociopsychivlogical Environments: In reviewing the history, scope,

[

and current status of work in this fleld, Moos concludes that the dimen-ions
of relationships, personal growth or goal orientation, and system maintco-
nance and cnange, characterize classrooms, and that these constructs and
measures o{ them can provide an bmpiriCai basis for sociopsycheological
diagnnéi% dnd éducntionai intervention, johhéon and Johnson belicve that
L wdys todchirs set goals and Students idteract with éach othicr during
instruction ciert powerful effects on icarning and socialization and sug-
sest wavs that structures conducive to iéarnihg nay be reédiiy implemented
in schoel classes. In a summary of fourteen eﬁperiantni studies of stu-
dent teams in which members cooperate with one another but competoe as
teams, Slavin and DeVries find a pumber of positive relations between team

learning and achievement, notual concern, and intergroup relations and

friendships: Using a theoretical model of school organizatiom, Ellett and
Yalberg trace the empirical correlaticons of principal competencies; teach-
iny staff morale; competencyv-based assessment and training programs, the

social environment of classes, and learning outcomes.

Instructional Environments. Welch, analyzing changes in sample

Schiools in fifteen States over a four -vear period, finds incréascs in
formaiity, urganiZatiwn, and goai diruction a‘compnnicd bi increaded stu-
dent satisfaction. 1In a surves of regearch on student perceptions in dif-
ferent subject~, Kuert finds a threefold oarricalum typologs with implica-
tions for curriculum adaptations: a cohverécnce—divergencc dimens
distinguishes mathematics and Engl! h, a substance-syntax dimension

¢nce and social studies from math and English, and an objec-
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tivitv-subjectivity dimension characterizes the differences between science
and social studivs. Power and Tisher document the effects on stuodent per-
ceptions and classroom bebavior of {nnovative science curriculum materials

in Australian schools; they find <harp changes in cohesiveness, diversity,

goal ' ction, humor, i1 .- Hiatiﬂy, and materials = apge. Another Austra-
1~ “7. is used b, Frase¢r to detérmine theé r. wéights of apti=

t R instruction, environi. nr and tﬁeir ihtc‘ ~onsowr outcomes such as

interpreting Information, critical thinking, 4 “itud. i toward science
and inquiry; though aptitude and soclal enviro.. ©o.Ury great weigﬁt,

environmental measures reveal important differences in student perceptions.
Cort also finds that,; though student aptitude carries the greatest

welght in accounting for outcomes, envirommental and course effects are
signiflcants in observing the classroom effects of a National Sei
Foundation-sponsored middie-school course. C.les and Shalopsky, in report-
ing on a three-ver study of 30,000 students, find that test performance
of students is not consistentls related tu innovative practices but Is.
rélatad to time spent by students or rhe subject d to teacher qualifica-
tions. In a review of tﬁé literatur. o open cl. ¢ ooms; ' Horwitz con-=
cludes that, on criteria such as é:ndéqi: achiévement, §eif—cbntépt,
curiosity, and creativity;the results suggest that open programs are more
beneficial, though there are some mixed results regarding the differences
éctw. ~ oper and traditional classrgoms. Another andlysis of open stlivols

dome by Epstein and McPortland, indicates that; though students in open

schocis are found to be slightly more seif~reliant and pesitive in their

attitude toward teachers, there is no diffcrence between groups in terms

of academic performance.

G- .
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gggpeen¥~ﬁdﬂa£g£i. in an dnaiyéi“ of the Imternational Study of
bdaciational Achivvement data tor the .S AL, Wolf finds that home back-~
sround and iastructional time prove to be Lhe stromeesty; most conslstent
correlates -~ w 'evement, but that o nunber of orheér meéasurcs, such as
learn: . vaent, ar. educationally significant. Levine, Kukuk and
Mever; anatvzing the relation of poverty indexes and middle-grade redding
achievenent in six urban areds,; find that most of the variance in achieve<
ment can be accounted for by néighborhood socloeconomic and poverty indéQéc,
but "percontane of black houseliolds in the neighborhood" has little effect

on scoool achievement. Walberg and Rasher; in a study relising percentage

of failurc on the @military draft test éo populatior and cducation indexes;
find that thos¢ states with lower SOCioeCORGMIC $:alis and hiéhé? percent~
azed of minority proup members tend to have poorer cluvational scrvices;
and that iarécr pupii~tédchcr ratlos are associated with aigher test
failures.

Resea;guuﬁcghudi. McPartland and Karwéit déal ~ich two general
methodol-gical is<ues: the limited range of aatural %or. i -+ in scb
environments and fio problem of separating school from i . o it o
the authors set forth a namber of design and analytic techiaiques to assist
educational rescarchers in oﬁof&d&ing the problem of confounding and
limited variatton in Sédféﬁihg for effects. In describing & cau- .
modelinyg approaci to che analysis of the effects of proy ‘ams designed to
hoelp teacliors improve classroom vnvir.aments for 1éﬁfﬁihé, Marray and Smith
suggest the importance of factors such as biographical éﬁhtaétéfiééiéé;

training variables, attitudinal gains,; and classroom impacts; they alsa

show how researchers and practitioners can work together.
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Wang, Ming-mel. Evaluating the Effectiveness of Compensatory . 'noation:
Paper presented at the American Educational Rescarch Association, Boston,
April 1980,

Nang and Qoléiaguc$ anaiyzed the first vear data fro. -lie Sustaining
Effects Study in order .u examine students' cducational aevéiOﬁmaﬂL during
the 1976-77 school year and to evaluate the effects of compensatory sduca=
tion on iie achievement growth of participanté. In this paper they report
findings from these anialvses and providb some pruliminary rééuité of the
téhéiéu&iﬁai 5naiyﬁcs using the three-vear data.

the main Eindiﬁé of the one-yecr analysis is that durlng the school
year, compensator; education has had consistently positive impacts on
achievemint growth in féﬁdiﬁé; primarily at the tower three grades, and in
mati at all grades. These beneficial effects are not large, and the wavs
in whicih the effocts come about are not clear.

Wang discusses at length the difficulties in evaluating compensatory
education c¢fféctiveness, thé main oné ﬁéing that we ar - necessarily dealing
witn compnrigog; among groups having iargu préwxiéting differénces as a
result of the policy to serve JiSadvantaged student§. To Overcome £his
difficulty, evaluators now emphasize the use of multiple analvsis strate-
nies; iiong with careful appraisal of the validitv of findings from
differunt analyses and the plausibility of rival explanations of the flad-
iﬁ;s; Five categories of evaluation models, reflecting var.ous criteria
for effectiveness; are emptoved in wﬁﬁé’s analvses:  The methods are

-~Norm~refercnced analyses

--Analysis of variance-with <ifferent comparison groups and dif-~
ferent measures of growth

~~Analysis of covariance

—-~Comparison of gains conditional on pretest scorcs

G
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~—éompqri$on with expected growth epproximated by regression~based
predi:tion models

Some of the findihgé from this analvsis are

1: Demonstrable effects of compensatory education on the achicve=
ment growth of stulents in both réading and math, though this
finding is more or less den dent on comparison standards and
inﬁiytic approaches. Suppertive evidence for such offects is
less clear in réading than in math.

2. More consistently positive compensatory education effects are

tory education programs:

3. 1n general, there are selde CGntfaaiétofy findings émohé dif-
ferent ar ~lytical methods. Compensatory education baféibiﬁéhts,
pdrticuiarly Title 1 students, have achieved growth egééeaiﬁg
“hdt they would havé achiévec without 1it.

Compensatory educition i§ more effective in the flr: grade
than in others. Effectiveness of compensatory educacion tendé
to drep at the upper three grade levels in rcdding, but similar
phenomenon 1s not evident in math.

5. Effects of -revious exposure to compensatory education on the
achievement growth of students do not exhibit a pattern and vary
With mrades.

6. Evidence for positive effects of special instruction on achieve-
ment growth is sparse. The conclusion, then, is that {nstruc-
tiona' feérivces aré not pri:marily responsible for accelerating
the achi . imént grOWtB of compensatory education students. How-

ever, a mot - definitivé answer to the question of what determines
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achievement growch awalts 10ngitudinal analysie Further

also be necessary for better Understanding of the role of in-

structional services:

In 2 discussion of the preliminary analyses of the three-year data,
Wang discusses the methodological problems arising From potential cohort
différencés; high attrition rates; and practice effects of test taking.
Héf present study aéSigh does not péfﬁit sorting out of the dominant factor

among these confounding effects on student performance.

Weikart, D., et -al. $h€—¥p5%lﬁﬂ{% PrESGhQQL—Qafr{eulumeemens{fa£¥on
Project: —Preschool Y ongitudinal Results. (Number 4). Ypsilanti,
Micliigan: The High/Scope Educational Research Foundation, 1978. 163 pp:

ED 156 756.

The Curriculum Demonstration Project was designed to compare the

effectiveness, under carefully controlled experfimental conditions, of three

theoretiCally dtsttncc approaches to compensatory preschooi education: The

programs, representing the major approachas to early childhood education
in operation during the late 1960s; are
~~The Cognitlvely Oriented Cuftiéniaﬁ =~ an ’6ﬁéﬁ ffaﬁéwafk” ap-

~=The Language Tralnlng Curriculum -~ a 'programmed" approach based
on theé model that views academic,problemsrbf,diéédVéhtégéd
children as a result of inadequatz language development

~~The Unit-Based Curriculum -~ a "child centered' approach based on
traiditional nursery school programs with focus on social and
emotional growth of the child

The study involved 41 children, about equally divided among the

three programs; these three- and four-year olds attended preschool for two

Q-
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years. Noncurriculum variables were carefully controlled so that outcomes

could be attributed to program-related effects. The effectiveness of each

of the three curricula was exawined both éoncuftentiy during the two years

the fourth grade.
Results showed a large overall gain in cognitive developmernt as
measured by the Binet, during preschool. Children in all three programs

were quite similar to each other on cognitive-iinguistic measures at the

erid of the first year of nréséﬁbbl. Children in the Language Program had
Longitudinal results indicated that the large cognitive gains evi-
dent for the group at the end of pre-school were still being malntalned

five years after the children entered elementary school. There were al-

most no signrficant differences between children in the three programs on

cognltive measures adminxstered during the ftrst five years of elementary
school. cniiaféa Gﬁé ﬁéftiéiﬁétea in tﬁé €h pféjeét defé éniy néif és

likely as a comparable group of children who had not attended pre- school
Wéikaft et al. discuss the group of pre~school studies; thCh began

about iééé, examlnlng the effeCCb of dlfferent pre~school curricula on

children. Major studies in this group discussed are the Karnes study at

the University of Illinois’; Miller and Dyer's study on public schools in

: 1Karnes,M B.; Research andrDevehxywnt—Pﬁqggamgon P%escheol Dig-
ad¥an£gggdi£h1ldrenngln¥es£g£3tlOHSuoé—CiaSerQ#Faﬁ’H@FWLJ}H£¥¥eHELOHS

(Vol: I, Finmal Report):. Urbana: University of Illinocis, Institute of Re-
search for Exceptional Children, 1969:
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Louisville, Kentucky'; and National Planned Variation Head Start, opcrated

by the Office of Child Development with eight model jponsors throughout the
county:? The major dimensions of these studies are compared to the Cur-

riculum Development Project.

fhe authors conciuded that administration and operation of the three
programs were key determinants in producing large and sustained impacts on
the academic aptitudes of disadvantaged caildren: An effective pre-school

program; they believe; must have a curriculum; a management system that

includes training methods and materials for staff; a staff model that

guides the relationships of participants as well as their activities; and

model are properly implemented.

One finding from this Study which runs contrary to the pattern
found in all other pre-school studies to date is that children in the three
programs maintained their improved 1Q scores as they progressed through

school: This leads to a major research question for the future: What are

the parameters of success for any pre~school program? Perhaps, they con-~

clude; these parameters should be established empirically before the larger

question of the long~term implications of specific educational practices

can be addressed.

: 4iller, B., and Dyer; J. 'Four Preschool Programs: Their Dimen-
sions and Effects.” Monographs of the Society for Research in Child De-
velopment, 1975, 40 (162), 5-6.

. 2McDaniels, G., st al. Case Studies of Children in Head Start
Planied Variation, 1970~197l. Washington, D.C.: Department of Health,

. Education and Welfare, Office of Child Development, 1972. (DHEW Publica-

tion No. OCD-73-1050) and other publications.
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White; K. R. The Rélationship Between Socioeconomic Status and Academic
Achievement, Unpublished doctoral dissertation, University of Colorado at
Boulder, 1976. (In April 1979 the author gave a talk with the samé title
it the Annual Meeting of the American Educational Research Associatiofi.

It is available from EDRS as ED 171 871.)
There 15 a widespread belief that sociocconomic status (SES) and

academic achievement are highly correlated. The philosophical discussion

ing in thousands of articles employing the concept of SES in some way.

However; the results of these studies are not consistent:. Some fipd a

strong relatiopship between SES and academic achievement; others find ai-
most noné at aii.

In iight Of the importance many people attach to the reiationship
between SES and academic achievement, the purpose of this study wis
thireefold:

1. T0 establish the strength of the corrélation expécted betwéen

typical measyrec of SES and academic achievement
2. To secount for the high degree of variance previous studies

3. To investigate the concept of reiiabiiity as it applies to tra-

ditional messares of SES

To éé£o$5iish these bufééseé; the séudy was approached from two com-
piementary directions. The First comsisted of a metu-analysis of the pro-
vious litefatute wherein the characteristics and results of an extensive
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Thi results of tiie metua-analysis indicate that a dofjuite relation-

ship exists petween SES and academic achievement. However, the most likely

céffejséioﬁ between typically used ﬁeééures of SES aﬁa 5C$aéﬁié QCE}éVeaéSE
is ouly ;251 (this represents the median value of 620 correlation cocf~
ficients from 100 studies). Frequently obtained correlstions ranged from
about .10 to .70.

the correlation coefficients could be accounted for by fifteen characteris~
tics which were coded for each study. Thesé included the upit of analysis
USéd; the type of achjcvement measura, graéé level of the ssmple; reporting
etror in SBS, range restriction in achievement and SES measyres, percent

of sample belonging to an ethnic minority, year of studys iyne and length
and the valjdity of the study: Of these; the most important were the unit
of anéiygig and the iomﬁosition of the SES mersure.

When stadents were the unit of analysis; the median value of the

correlation was :221. When an aggregated unit of analysis was used; the

médian cofrelation was .680. This represents a tremendous difference in
the utility of typical applications of SES such as prediction, covariance,
and stratification.

Both the factor analysis and the méta-analysis showed 4 grsat
djversity iv the kinds of things used as SES indicators. The cype of SES

meausSre uSed accounted fotr about 30 percent of the variance in the correla-
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These findings suggest that SES; as it is typicaily used (i:e:; when
the student is the unit of analysis with traditional measures of SE8); is

that the Strémgth of this relationship has not béen significantly attenu-
ated by unreliability of the SES measures. Conséquently; there is only

limited utility in using SES in prediction, adjusting fot bias, or increds=

ing power in conjunction with academic achievement,

12



